The Language in Classrooms Program : an evaluation of a whole-school intervention for adolescents with language impairment by Starling, Julia M.
THE UNIVERSITY OF
SYDNEY
Copyright and use of th is thesis
This thesis must be used in accordance with the 
provisions of the Copyright Act 1968.
Reproduction of material protected by copyright 
may be an infringement of copyright and 
copyright owners may be entitled to take 
legal action against persons who infringe their 
copyright.
Section 51 (2) of the Copyright Act permits 
an authorized officer of a university library or 
archives to provide a copy (by communication 
or otherwise) of an unpublished thesis kept in 
the library or archives, to a person who satisfies 
the authorized officer that he or she requires 
the reproduction for the purposes of research 
or study.
The Copyright Act grants the creator of a work 
a number of moral rights, specifically the right of 
attribution, the right against false attribution and 
the right of integrity.
You may infringe the author's moral rights if you:
- fail to acknowledge the author of this thesis if 
you quote sections from the work
- attribute this thesis to another author
-subject this thesis to derogatory treatment 
which may prejudice the author’s reputation
For further information contact the 
University’s Copyright Service. 
sydney.edu.au/copyright
The Language in Classrooms Program: An 
evaluation of a whole-school intervention for 
adolescents with language impairment.
Julia M. Starling
L.C.S.T., M.S. (SLP)
A thesis submitted in partial fulfilment of the 
requirements for the degree of Doctor of Philosophy
(Speech Pathology)
Discipline of Speech Pathology,
Faculty of Health Sciences,
The University of Sydney
March 2012
THE UNIVERSITY OF
SYDNEY
COPYRIGHT AND USE OF THIS THESIS
This thesis must be used in accordance with the 
provisions of the Copyright Act 1968.
Reproduction of material protected by copyright 
may be an infringement of copyright and 
copyright owners may be entitled to take 
legal action against persons who infringe their 
copyright.
Section 51 (2) of the Copyright Act permits 
an authorized officer of a university library or 
archives to provide a copy (by communication 
or otherwise) of an unpublished thesis kept in 
the library or archives, to a person who satisfies 
the authorized officer that he or she requires 
the reproduction for the purposes of research 
or study.
The Copyright Act grants the creator of a work 
a number of moral rights, specifically the right of 
attribution, the right against false attribution and 
the right of integrity.
You may infringe the author’s moral rights if you:
- fail to acknowledge the author of this thesis if 
you quote sections from the work
- attribute this thesis to another author
- subject this thesis to derogatory treatment 
which may prejudice the author’s reputation
For further information contact the University’s 
Director of Copyright Services
sydney.edu.au/copyright
11
Declaration of Originality
Title of thesis:
The Language in Classrooms Program: An evaluation of a whole school 
intervention for adolescents with language impairment.
I certify that this thesis and the research reported in it are original. It contains no 
material which has been submitted for the award of any degree in any other 
university, and that to the best of my knowledge and belief, this thesis contains 
no copy or paraphrase of material previously published or written by another 
person, except where due reference is made in the text of this thesis.
Ill
Author’s Contribution
Title of thesis:
The Language in Classrooms Program: An evaluation of a whole school 
intervention for adolescents with language impairment.
I, Julia Starling, was primarily and principally responsible for the following: 
development of the research proposal; submission for ethical approval; data 
collection; data management; data analysis; and interpretation and presentation 
of the findings.
I acknowledge the assistance of my supervisors, who provided constructive 
feedback and critique throughout all stages of the research including 
development of the research questions, research methods, data analysis and 
interpretation and reviewed all drafts of the thesis.
ETHICS STATEMENT AND DECLARATION
I, Julia Starling, certify that the work contained within this thesis is my own and has 
not been submitted to any other university or institution as a part or whole 
requirement for any higher degree.
The research proposal was approved by the University of Sydney Human Ethics 
Committee (approval number 03-2007/9924). Permission to conduct a research study 
in schools was obtained from the New South Wales (NSW) Department of Education 
and Training (SERAP # 2007036).
The PhD thesis was supported by The Jack Bloomfield Scholarship (awarded by 
SPELD NSW), a Speech Pathology Australia Postgraduate Student Award, and a 
University of Sydney Postgraduate Research Support grant.
VABSTRACT
This thesis presents the author’s postgraduate study in the field of service delivery to 
adolescents with language impairment (LI). The impetus for the study was twofold: firstly, 
that speech-language pathologists (SLPs) are challenged in finding ways to provide effective, 
evidence-based services to adolescents with LI; secondly, that the changing nature of the 
language-based teaching and learning environment during secondary school education creates 
particular challenges for adolescents with LI.
The main focus of the study was a randomised controlled trial (RCT) of an 
intervention created to support adolescents with LI within the school environment. Also, 
during the development phase of the clinical trial it became apparent that there was a need for 
the translation of existing literature for SLPs and professionals in mainstream secondary 
school settings. This led to the publication of two papers, one on the nature and impact of LI 
for mainstream secondary school professionals, and the other presenting recommendations for 
SLPs in ways to support adolescents with LI.
The RCT evaluated the efficacy of a training-based collaboration between the author 
(an SLP) and a group of mainstream secondary school teachers. In this intervention teachers 
were trained, over a period of a school term (10 weeks), in the use and application of a suite 
of instructional language modification techniques. The intention of this training was that 
teachers would apply the techniques to their regular classroom teaching practices, thereby 
creating a more ‘language-friendly’ learning environment for students with LI in their classes.
A cohort of 13 teachers (7 trained and 6 control) and 43 Year 8 students with LI (21 
trained and 22 control) were tested at pre, post and follow-up times. The research questions 
were threefold: Would the trained teachers take up and use the techniques, would this use be 
sustained over a follow-up period of time with no further training, and would the teachers’ 
use of the techniques impact the language abilities of the students with LI in the teachers’
classes?
VI
Results of the RCT identified significant positive changes in the trained teachers’ use 
of the language modification techniques, when compared to a control group of untrained 
teachers. The use of the techniques was maintained over a period of time following the 
training (3-4 months) when there was no further contact with the SLP. Students with LI 
taught by the trained teachers showed a significant improvement in aspects of their language 
abilities relative to a control group of students with LI.
The RCT presented in this thesis is amongst the first investigations to evaluate a 
collaboration between an SLP and mainstream secondary school teachers that links changes 
in the teachers' classroom-based instructional language practices with improvements in the 
language abilities of adolescents with LI in their classes. The study contributes much-needed 
evidence-based practice to the SLP profession, specifically in the field of language 
impairment in adolescent populations. The thesis also explores international developments in 
policy and clinical practice as they relate to this field, and recommendations are made for 
systems-wide developments in the Australian context.
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OVERVIEW OF THESIS
This thesis is presented as a thesis by publications. Three peer-reviewed manuscripts 
published in international journals are included. This section outlines the inclusions of each 
chapter.
Chapter 1: Adolescents with Language Impairment (LI). This chapter consists of the 
background and rationale for the thesis, and the research questions for the randomised 
controlled trial (RCT). A review of the literature on service delivery to populations of 
adolescents with language impairment (LI) is presented. A pilot study that preceded the RCT 
is described.
Chapter 2: Dissemination of Existing Literature on Language Impairment in 
Adolescence. During the course of the study the author identified the need to inform 
Australian health and education professionals on the existing literature on the nature, impact 
and support needs of adolescents with LI. This issue was addressed through a series of papers, 
workshops and posters presented at international conferences (see: Presentations and 
Publications Arising from this Thesis p. ix), as well as through the publication of two peer- 
reviewed articles in Australian journals. The two publications are included in this chapter.
The first article (Starling, Munro, Togher, & Arciuli, 2011a) aims to raise the awareness of 
the nature and impact of LI in the mainstream secondary school environment, with a target 
audience of professionals including classroom teachers, learning support teachers and school 
counsellors. The second article (Starling, Munro, Togher, & Arciuli, 2011b) outlines current 
recommended clinical approaches for SLPs with caseloads of adolescents with LI.
Chapter 3: The Randomised Controlled Trial. This chapter presents the RCT as a peer- 
reviewed manuscript published in an international journal in 2012 (Language, Speech, and 
Hearing Services in Schools). The invited paper was published as part of a clinical forum on
Vili
adolescent language disorders. Results from the RCT supplementary to those presented in this 
publication are also presented.
Chapter 4: Discussion, Implications and Recommendations. This chapter presents further 
discussion of the theoretical and clinical implications of the RCT and supplementary results, 
for three main stakeholder groups: mainstream secondary school teachers, SLPs and 
adolescents with LI. The chapter discusses some implications of the RCT results for 
secondary school administrators seeking to support populations of students with LI in their 
schools. This chapter also presents an overview of key international and Australian 
legislative, policy and intervention developments in relation to service provision for 
adolescents with LI. A discussion is included regarding how SLPs can build on international 
developments to improve the delivery of services to adolescents with LI across Australia. 
Recommendations are made for further research in the field of LI in adolescence.
IX
PUBLICATIONS AND PRESENTATIONS ARISING FROM THIS
THESIS
Journal publications (peer reviewed)
Starling, J., Munro, N., Togher, L., & Arciuli, J. (201 la). Recognising language impairment 
in secondary school student populations. Australian Journal o f Learning Difficulties, 
16, 145-158.
Starling, J., Munro, N., Togher, L., & Arciuli, J. (2011b). Supporting secondary school 
students with language impairment. ACQuiring Knowledge in Speech, Language and 
Hearing. 13, 26-30,
Starling, J., Munro, N., Togher, L., & Arciuli, J. (2012). Training secondary school teachers 
in instructional language modification techniques to support adolescents with 
language impairment: A randomized controlled trial. Language, Speech, and Hearing 
Services in Schools. 4 3 ,474-495.
Journal publications (non peer reviewed)
Starling, J. (2010). Book review: Developmental Disorders of Language Learning and 
Cognition, by Hulme, C. & Snowling, M. International Journal o f Language & 
Communication Disorders. 45, 395-396.
Conference paper presentations
1. Starling, J. (2007). Linking Language to Learning in Secondary School Classrooms: 
a collaborative service delivery. Paper presented at the Speech Pathology Australia 
(SPA) National Conference, Sydney
2. Starling, J. (2007). Supporting Language Disabled Adolescents: an RCT. Paper 
presented at the Postgraduate Research Students Conference. Faculty of Health 
Sciences, The University of Sydney, Sydney.
3. Starling, J., Munro. N., & Togher, L. (2008). Working with Adolescents with 
Language Disability: What's the evidence? Paper presented at the Speech Pathology 
Australia (SPA) and NZ SLTA Joint National Conference, Auckland.
4. Starling, J. (2008). The LINCS Program: Language in Classrooms. Presentation to 
the Annual General Meeting of Specific Learning Difficulties (SPELD) NSW, 
Sydney.
5. Starling, J. & Guterres, A. (2008). Effective Vocabulary Instruction. Paper presented 
at the Successful Learning Conference, Sydney.
X6. Starling, J. (2009). Linking Language to Learning in Secondary School Classrooms:
A collaborative service delivery. Paper presented at the Remedial and Support 
Teachers Association of Queensland Conference, Brisbane.
7. Starling, J. (2009). Supporting Adolescents with Language Disability through a 
Professionally Collaborative Program. Paper presented at the Postgraduate 
Research Students Conference, Faculty of Health Sciences, Sydney.
8. Starling, J. (2010). Tackling Language Disability in Secondary Schools: Can 
professional collaborations work? Paper presented at the Speech Pathology 
Australia National Conference, Melbourne.
9. Starling, J. (2011 ). Secondary School Students with Language Impairment:
Evaluating a collaborative intervention. Paper presented at the Child Language 
Seminar, Newcastle, UK.
Conference poster presentations
1. Starling, J (2007). The LINCS Program: Addressing adolescent language disability 
through professional collaboration. Poster presented at the American Speech 
Language Hearing Association (ASHA) Schools Conference, Pittsburgh.
2. Starling, J. (2008). Supporting Adolescents with Language Disability. Poster 
presented at the Postgraduate Research Student Conference, Faculty of Health 
Sciences, The University of Sydney, Sydney.
3. Starling, J. (2009). Supporting Adolescents with Language Disability: A collaborative 
program study. Poster presented at the Symposium on Research on Child Language 
Disorders, University of Madison, Wisconsin.
Seminars/worksh ops/lectures/discussion forums
1. Starling, J. (2007). Effective Vocabulary Instruction. Seminar presented to the 
Professional Association for Learning Support (Australian Government Quality 
Teaching Program), Vocabulary Instruction research group.
2. Starling, J. (2007). Models o f service delivery in secondary schools. Discussion 
forum facilitator at the American Speech Language Hearing Association (ASHA) 
Schools Conference, Pittsburgh.
3. Starling, J. (2008). Evaluating the LINCS Program: An RCT. Presentation of 
research to the Discipline of Speech Pathology departmental research meeting.
4. Starling, J. (2009). Supporting adolescents with language impairment: A 
collaborative program study. Seminar presented at the Department of Language and 
Communication Science, City University, London.
5. Starling, J. & Guterres, A. (2011). Vocabulary is Vital! Seminar presented at the 
Learning Difficulties Coalition of NSW seminar series, Parramatta.
XI
6. Starling, J. & Munro, N. (2011). Creating “language-accessible ” secondary school 
classrooms through professional collaborations. Workshop presented at the Lost for 
Words, Lost for Life SLCN Conference, City University, London.
7. Starling, J. (2011). Adolescents with Language Impairment: Yes we can...provide 
effective services! Seminar presented to Resource Provision Schools SLPs and 
teachers at Drummond High School, Edinburgh.
8. Starling, J. (2011). Collaborative support for secondary school students with 
language impairment. Seminar presented to Richmond and Hounslow NHS Speech 
Language Therapy services, London.
9. Starling, J. (2010-11). Supporting adolescents with language impairment. Lecture 
presented on six occasions to undergraduate and graduate students in the Discipline 
of Speech Pathology, Faculty of Health Sciences, The University of Sydney.
Working parties
Speech Pathology Australia (2010). Speech Pathology in Mental Health Services. NSW 
representative: working party for the development of clinical guidelines and position paper.
A NOTE ON STYLE
American Psychological Association (APA) 6th edition style has been used throughout this 
thesis.
Australian spelling has been used throughout, with the exception of the manuscript ‘Training 
Secondary School Teachers in Instructional Language Modification Techniques to Support 
Adolescents with Language Impairment: A randomized controlled trial’, accepted for 
publication by the US journal Language, Speech, and Hearing Services in Schools. American 
spellings are used in this manuscript to meet the journal’s publication requirements.
The Australian term Speech-Language Pathologist (SLP) is used throughout the thesis.
The term Language Impairment (LI) is used throughout, and the rationale for this is outlined 
in Chapter 1, Section 1.1.1.
Xll
ACKNOWLEDGEMENTS
Based on personal experience 1 have chosen the analogy of comparing the creation of 
this thesis to building a house. In the early stages there is plenty of inspiration, ideas and 
enthusiasm. Then the finer details start to cloud the vision: the paperwork, approval forms, 
the project team, the builders, making daily decisions about anything from drains to door 
knobs. Timing starts to dominate the process: the ‘Hurry Up and Wait’ syndrome. What we 
would like to happen is tempered by what is actually realistic. We try not to lose sight of the 
Big Picture, and we learn that patience and perseverance rule. But it happens, it’s finished and 
we’re already thinking of how we could do it differently next time. Next time?
My venture into postgraduate study has involved a large cast of wonderful people. All 
of them have had a very significant role at some or at many stages, from discussing the germ 
of an idea, through the planning, implementing, analysing and writing up of this, my 
‘Magnum Opus’. Thank you, everyone, for joining me, and supporting me throughout my 
time as a PhD student.
• To my supervisors Leanne Togher, Natalie Munro and Joanne Arciuli. Thank you all 
for your time, for valuable comments and suggestions, and stimulating discussions. Thanks in 
particular to Nat, my fellow “burner of the midnight oil”. I hardly know where to start, Nat. I 
truly thank you for your constant encouragement, availability, insights and depth of 
knowledge for every aspect of the study, the thesis, the papers, the conference presentations... 
And the statistics, those perplexing statistics! I need to make a special mention of your long- 
suffering family here. Thanks so much Scott, Gracie and Alannah. Alannah, I hope we can 
still have more play dates even when this is finished!
• To Rob Heard: Rob, thanks so much for your invaluable assistance with the statistical 
methodology and analysis, and for being interested in the story behind the data. Bet you’ve 
never had quite such a slow learner. But, as you discovered, I never was very good with 
numbers!
To my colleagues in the Discipline of Speech Pathology: Thanks in particular to Tricia,
X l l l
Emma, Gerri and Elise, for your encouragement, support and answering many questions. Also 
the wonderful team of postgrads in SI 67, those that graduated during my course of study and 
those who will in the not too distant future. You are all doing such amazing research. Here’s 
to patience, perseverance and plenty more social gatherings!
• To friends and colleagues involved in the world of adolescent LI: I have been inspired 
and encouraged over the years by many in our field who share this special interest. Thanks 
especially to Pip Greathead and Paul Hutchins for our many ‘adolescent’ discussions, to Vicki 
Reed for setting me on this path in the first place, and to Barbara Ehren whose journal articles 
inspired me to dive into new waters. Also thanks to my colleagues in the UK who have 
inspired by example, Victoria Joffe and Marysia Nash in particular.
• To the schools involved in the pilot study and the RCT: Thanks to all those teachers 
and administrators for sharing the vision, and seeing the potential in the program for your 
students with language-based learning difficulties. We cannot progress in this field without 
such positive and proactive time and energy investment from schools such as yours.
• To the many speech pathology students and research assistants involved with the pilot 
study and the RCT: Thanks for your time and interest in the project. 1 hope for many of you it 
kindled an on-going interest in the field of language impairment in adolescence.
• To my family: Embarking on this project was in no small measure due to the love we 
share and the strength that gives us to do some amazing things with our lives. Sometimes the 
things we do are a bit crazy and this project was one of these, I guess. And who would have 
thought I would become the Ace Geek of the family? A special huge hug of thanks to my best 
buddy and soul mate Rob. I know, I know, what’s taken me so long to finish MY thesis? But 
at least I didn’t ask you cut out tiny Letraset squares in the wee small hours!
• To my totally mystified friends: Thanks for bearing with me, and providing plenty of 
procrastinations and diversions. The trouble is, what will I find to do now to keep me off the 
golf course?
• And both first and last: To all those children and adolescents that I’ve encountered with
XIV
impaired language abilities: You are the reason I embarked on this project in the first place. I 
have learnt so much from each and every one of you over the years. The challenges I've had 
with undertaking this study, and in particular in the writing of the thesis, is nothing compared 
to your daily struggle with words and language. I hope I’ve shown in this thesis that I’ve 
learnt well, and I look forward to sharing further adventures and successes with you.
Lastly, a few words about words....
My experience in developing this intervention, in carrying out its evaluation, and in writing 
this thesis, has been extraordinarily stimulating and challenging. For instance the 
collaboration with groups of secondary school teachers has been wonderfully rewarding. It 
has brought together many of my clinical interests, experiences and abilities in a very intense 
focus. The most daunting part of the process has probably been in finding and compiling 
approximately 70,000 words for this thesis, so that I can get my message across in an 
accurate, yet readable, fashion. An underlying theme of the study has been the ability of 
words to both empower and disempower, so I find this situation to be amusingly ironic.
XV
TABLE OF CONTENTS
ABSTRACT............................................................................................................................ v
OVERVIEW OF THESIS................................................................................................... vii
PUBLICATIONS AND PRESENTATIONS...................................................................... ix
A NOTE ON STYLE........................................................................................................... xi
ACKNOWLEDGEMENTS................................................................................................ xii
TABLE OF CONTENTS.................................................................................................... xv
LIST OF TABLES............................................................................................................ xviii
LIST OF FIGURES.......................................................................................................... xviii
APPENDICES......................................................................................................................xix
PROLOGUE............................................................................................................................1
CHAPTER 1. ADOLESCENTS WITH LANGUAGE MPAIRMENT (LI)..................... 3
1.1. Identification of the study population.................................................................. 3
1.1.1. Terminology, definition and classification of LI....................................... 3
1.1.2. Aetiology of LI.......................................................................................... 5
1.1.2.1. Neurobiology and LI.............................................................. 5
1.1.2.2. Environmental causal factors.................................................6
1.1.3. Comorbidities............................................................................................ 6
1.1.4. Natural history of LI in childhood and adolescence................................. 8
1.1.4.1. Longitudinal studies............................................................... 8
1.1.4.2. Long-term issues for adolescents and adults with LI............10
1.2. Prevalence of LI amongst adolescent populations...............................................12
1.2.1. Population-based studies...........................................................................13
1.2.2. Adolescent caseload characteristics..........................................................14
1.3. Normal and impaired language abilities in adolescence....................................15
1.3.1. Normal language development in adolescence.........................................15
1.3.2. Nature of LI in adolescence.....................................................................16
1.4. The impact of persistent LI.................................................................................19
1.4.1. Impact of LI on psychosocial development in adolescence....................19
1.4.2. Impact of LI on academic development in adolescence........................ 20
1.4.3. Economic impact of a lack of support for populations with LI.............. 22
1.5. Interventions...................................................................................................... 22
1.5.1. Guidelines for supporting adolescents with LI....................................... 22
1.5.1.1. International guidelines for supporting young people
with LI................................................................................. 23
1.5.1.2. Evidence-based interventions for supporting adolescents
with LI................................................................................. 24
1.5.1.3. Models o f service delivery for supporting adolescents
with LI..................................................................................... 42
1.5.1.4. The challenge o f supporting adolescents with LI....................45
1.5.1.5. Supporting adolescents with LI in inclusive education
settings..................................................................................... 47
1.5.1.6. Teacher training as an integral part of the collaborative
process..................................................................................... 48
1.6. Rationale for the development of a teacher training program..........................50
1.6.1. Pilot study..............................................................................................51
1.6.2. Randomised controlled study............................................................... 52
CHAPTER 2. DISSEMIMNATION OF EXISTING LITERATURE ON 
LANGUAGE IMPAIRMENT IN ADOLESCENCE.....................................................55
2.1. Introduction......................................................................................................55
2.1.1. Disseminating information to secondary school professionals: ........... 55
Paper 1 : Recognising language impairment in secondary school 
student populations................................................................................57
2.1.2. Disseminating information to speech-language pathologists:.............. 78
Paper 2: Supporting secondary school students with language 
impairment............................................................................................. 79
CHAPTER 3. THE RANDOMISED CONTROLLED TRIAL......................................94
3.1. Introduction.......................................................................................................94
3.1.1. Paper 3: Training secondary school teachers in instructional 
language modification techniques to support adolescents with 
language impairment: A randomized controlled trial.......................... 95
3.1.2. Supplemental analysis of the control groups of teachers and students
post to follow-up post training............................................................151
3.1.2.1. Participant flow and methodology.........................................152
3.1.2.2. Data analysis.........................................................................152
3.1.2.3. Pre-post training: control teachers ’ results...........................152
3.1.2.4. Post to follow-up training -  control teachers ' results..........154
3.1.2.5. Pre to post -  control students ’ results..................................155
3.1.3. Evaluation of trial design....................................................................158
CHAPTER 4. DISCUSSION, IMPLICATIONS AND RECOMMENDATIONS...... 161
4.1. Introduction..................................................................................................... 161
xvi
4.2. Trained teachers’ uptake and application of instructional language
modification techniques.................................................................................162
4.2.1. Trained teachers’ self-focused levels of use of the language modification
techniques......................................................................................... 164
4.2.2. Trained teachers’ s impact-foe used levels of use of the language
modification techniques..................................................................... 167
4.2.3. Trained teachers’ sustained use of the language modification
techniques............................................................................................. 169
4.2.4. Implications of this research for mainstream secondary teachers........ 172
4.3. Implications of the students’ results................................................................ 181
4.3.1. Implications of the students’ written expression results.......................182
4.3.2. Implications of the students’ listening comprehension results............. 183
4.3.3. Implications of the students’ reading comprehension results...............186
4.3.4. Implications of the students’ oral expression results............................ 187
4.3.5. Implications of the students’ follow-up results....................................190
4.4. Implications of this research for SLPs providing services to adolescents
with LI..............................................................................................................191
4.5. Implications of this research for secondary schools supporting students with
LI......................................................................................................................195
4.6. International guidelines for supporting young people with LI........................  196
4.6.1. Legislation and policy developments impacting adolescent LI service
delivery in the United Kingdom (UK)...................................................197
4.6.2. Legislation, policy and systems-wide developments impacting adolescent
LI service delivery in the United States of America (USA)..................198
4.6.3. Legislation and policy developments impacting adolescent LI service
delivery in Australia............................................................................... 200
4.7. Implications of international legislative, policy and systems-wide developments
for the support of Australian adolescents with LI........................................... 202
4.7.1. Policy and systems-wide directions.......................................................202
4.7.2. Systems-based interventions..................................................................202
4.8. Study limitations.............................................................................................. 205
4.8.1. Limitations involving teacher participants............................................ 205
4.8.2. Limitations involving student participants............................................ 206
4.9. Recommendations for future research.............................................................206
4.9.1. Future research targeting mainstream secondary teachers.................... 207
4.9.2. Future research targeting secondary school students with LI................207
xvii
XV111
4.9.3. Future research targeting the delivery of SLP services to adolescents
with LI..............................................................................................................208
4.10. Concluding Remarks........................................................................................ 209
REFERENCES.....................................................................................................................211
LIST OF TABLES
Table 1-1: Studies reporting persistence of LI into adolescence...............................................8
Table 1-2: Search terms for prevalence of LI in adolescence..................................................12
Table 1-3: Search terms for interventions supporting adolescents with LI
within mainstream secondary schools................................................................... 25
Table 1-4: Studies of interventions supporting secondary students with LI.......................... 27
Table 2-1: Case study 1: Ben................................................................................................... 65
Table 2-2: Case study: Anna.................................................................................................... 68
Table 3-1: Time-line of study.................................................................................................106
Table 3-2: Teacher demographics........................................................................................... 107
Table 3-3: Screening test standard scores (mean and standard deviations) of Year 8 student
participants.............................................................................................................................. 109
Table 3-4: The eight Levels of Use (LoU) of an Intervention..............................................114
Table 3-5: Behavioral parameters for the LoU...................................................................... 116
Table 3-6: Descriptive results (median, minimum, maximum and interquartile range) 
of the seven behavioral parameters of the LoU, pre- and post training for the trained
teachers versus the control condition teachers.......................................................................122
Table 3-7: Frequency table of the trained teachers (N=7) post training scores across the
LoU behavioral parameters..................................................................................................... 123
Table 3-8: Time-line of RCT..................................................................................................151
Table 3-9: Descriptive and statistical results of the seven behavioral parameters of
the Levels of Use (LoU) instrument, pre- and post training for the control teachers............153
Table 3-10: Frequency table of the control teachers (N=6) post training scores
across the Levels of Use (LoU) behavioral parameters.........................................................154
Table 3-11: CONSORT Statement for reporting a randomised trial.....................................158
LIST OF FIGURES
Figure 3-1: WIAT-II subtest results at pre and post for Year 8 students with LI in the trained 
school versus the control school..........................................................................................125
Figure 3-2: WIAT-II subtest results at pre, post and follow-up for Year 8 students with LI in 
the control condition school................................................................................................ 156
XIX
APPENDICES
APPENDIX A: The LINCS (Language in Classrooms) Program Manual (Starling,
unpublished manuscript, 2008)........................................................................................... 244
APPENDIX B: Examples of modified teachers’ written resources................................... 277
APPENDIX C: Documents pertaining to the LINCS Program study.................................294
APPENDIX D: Identification of Language Impairment in Secondary School Students....328
APENDIX E: Submission to the Inquiry into Children and Young People 9-14
Years in NSW......................................................................................................................330
1PROLOGUE
“By words the mind is winged” (Aristophanes, 5th Century B.C.)
“Let there be textural delight, let there be silken words and flinty words and sodden speeches 
and soaking speeches and crackling utterance and utterance that quivers and wobbles like 
rennet. Let there be rapid firecracker phrases and language that oozes like a lake of lava. 
Words are your birthright. Unlike music, painting, dance and raffia work, you don't have to 
be taught any part of language or buy any equipment to use it (....) Words are free and all 
words, light and frothy, firm and sculpted as they may be, bear the history of their passage 
from lip to lip over thousands of years. How they feel to us now tells us whole stories of our 
ancestors” (Fry, 2008).
There have been many times when I have marveled at those fortunate people who are 
particularly fluent with words, those of whom we say ‘They’re so lucky, words come easily to 
them’. This skill stands out in enviable contrast to the difficulties with words and language 
encountered by many children, adolescents and adults with language impairment (LI). As a 
speech-language pathologist (SLP) the spectrum of individual ability with our language 
system has always intrigued me, and has provided a professional focus. One thing has led to 
another, and as my school-aged clients with LI became older, but their impaired language 
abilities persisted, I followed them into the challenging world of adolescence.
A pivotal moment occurred with a 16 year-old female client that presented me with a 
powerful rationale for persevering with exploring effective ways to support populations of 
young people with LI. The client was a mainstream secondary school student with long-term 
moderate expressive and receptive LI. As client and clinician, we had been labouring together 
through a swathe of assignments, all of which had been handed out and were due at roughly
2the same time. Information for each assignment was presented on many pages, dense with, 
from the girl’s view, complex and unfamiliar language. Our collaborative task was to break 
down the information so that she could at least work out what it was she was being required 
to do. With two assignments analysed and planned, but still two more to go, the girl’s 
frustration was tangible. “Why should this be so difficult?” she burst out. “There are too 
many words! All day long I feel as if I’m drowning in words!”
A few years later, when I was collecting post-intervention data for the postgraduate 
study that is presented in this thesis, a Maths teacher made the following comment: “If I had 
this knowledge when I first started teaching I think I would have been a better teacher from 
the start. You know, it’s taken me many years to work towards identifying the fact that 
language is so important. We ask them a question; we assume they automatically understand 
it. Then we think it’s the Maths they can’t do, but it’s very likely to be the actual wording of 
the question, and the vocabulary.”
Two issues are highlighted in these exchanges. Firstly, that life is intrinsically 
challenging for adolescents with LI; secondly, that some challenges may be created 
extrinsically, from within the adolescents’ academic environments (i.e. the mainstream 
secondary school classroom). The first issue means that, as experts in the field of LI at any 
age, SLPs have a duty of care to provide effective support and services to populations of 
adolescents with LI. The second issue draws attention to effective service provision. It may be 
that our professional attention should focus on the language of instruction characteristic of 
mainstream secondary school classrooms. These are language-rich environments, and 
teachers’ oral and written language can be complex, making the access to information 
challenging for secondary school students with LI (Larson & McKinley, 1995; Montgomery 
& Levine, 1995; Norris, 1997). These students are therefore at risk of being in a position of 
significant disadvantage in the mainstream secondary school learning environment. These 
issues in combination became the focus of my postgraduate study, the results of which are
presented in this thesis.
3CHAPTER 1. ADOLESCENTS WITH LANGUAGE
IMPAIRMENT (LI)
This thesis presents the findings of a research study on LI during adolescence. The 
main focus of the study was a randomised controlled trial (RCT) of an intervention created to 
address an identified need to develop evidence-based practice for supporting adolescents with 
LI. The intervention was a training-based collaboration between the author (an SLP) and a 
group of mainstream secondary school teachers. The purpose of the collaboration was to 
facilitate changes in the oral and written language-based instructional teaching practices of 
these teachers. The ultimate goal of the program was to create a more supportive language- 
based learning environment for whole populations of adolescents with LI.
1.1. Identification of the study population
1.1.1. Terminology, definition and classification of LI. LI is defined by a range of 
diagnostic criteria that can be summarised as receptive and/or expressive language that is 
significantly below levels expected for the individual’s chronological age for no apparent 
reason (Bishop & Snowling, 2004). There is debate about the terminology, definition and 
classification of LI. Kamhi (2007) refers to the lack of international consensus about 
terminology for language difficulties and disorders. Current terminology includes Language 
Impairment (e.g. Law, Tomblin & Zhang, 2008; Reed, 2005; Ripley & Yuill, 2005),
Language Disorder (e.g. Speech Pathology Australia, 2006), Developmental Language 
Disorder (e.g. Clegg, Hollis, Mawhood, & Rutter, 2005; Kamhi, 2007), Specific Language 
Impairment (e.g. Bishop & Snowling, 2004; Durkin & Conti-Ramsden, 2010), Primary 
Language Impairment (e.g. Boyle, McCartney, Forbes, & O'Hare, 2007), and Language- 
Based Learning Disability (e.g. American Speech-Language-Hearing Association [ASHA], 
2011).
LI is frequently used as a sub-classification of the more generic term learning 
disability (ASHA, 1998). The term “learning disability” however has different meanings
4across different countries. For example, in the United Kingdom (UK) this term refers to a 
range of developmental disabilities including intellectual impairment (British Institute of 
Learning Disabilities, 2011). In the USA the term refers to “a heterogeneous group of 
disorders manifested by significant difficulty in the acquisition and use of listening, speaking, 
reading, writing, reasoning, or mathematical abilities” (National Joint Committee on Learning 
Disabilities, 1988, p.l). In this definition, learning disabilities occur independently of, 
although sometimes concomitantly with, other conditions such as sensory impairment and 
emotional disturbance.
For the purposes of this study, the terms Specific Language Impairment (SLI) and 
Non-Specific Language Impairment (N-SLI) have been accepted as the most relevant and 
commonly used terms of reference. SLI is identified as a language score of =/< Standard 
Score (SS) 85 (i.e. at least 1 SD below the norm), and a nonverbal score of =/> SS 85 (Plante, 
1998; Stark & Tallal, 1981). SLI is therefore defined by a quantifiable discrepancy between 
verbal and non-verbal measures. N-SLI is identified as a language score of - / <  1 SD below 
the norm and a nonverbal score between 1 and 2 SDs below the norm (SS 70-85) (Tomblin, 
Zhang, Buckwalter, & O’Brien, 2003). N-SLI is therefore defined by the presence of more 
comparable levels of difficulty in both verbal and non-verbal domains.
The term Language Impairment (LI) encompasses both SLI and N-SLI (Whitehouse, 
Watt, Line, & Bishop, 2009). Here, LI is defined as a difficulty with the understanding and/or 
use of language in both oral and written domains, where the impairment cannot be attributed 
to a primary cause such as intellectual impairment, neurological damage or sensory 
impairment such as hearing loss (Leonard, 1991). In terms of language modalities, oral 
language refers to listening comprehension and verbal expression, and written language 
involves reading comprehension and written expression.
The term LI is used throughout the thesis due to the perceived benefit of including a 
wider population of students with language difficulties who are attending mainstream 
secondary classes. This was considered important since the intervention targeted teachers’ 
potential support of all students with language difficulties in their classes. Indeed, it has been
5suggested that a cut-off score of-lSD for nonverbal abilities is uninformative, where children 
w ith test scores just above and below this nonverbal cut-off present with very similar 
language profiles (Tomblin & Zhang, 1999). There is also debate to be considered where the 
long-term prognosis for those diagnosed in childhood with SLI may be better in relation to 
literacy, mental health and employment than for those with a diagnosis of N-SL1 (Law, Rush, 
Schoon, & Parsons, 2009). The authors of this large longitudinal study (195 with an original 
diagnosis at age 5 of SLI, 211 with N-SLI, and a control group of 8,726 with typical 
language, all revisited at age 34) suggested that issues such as the better-developed nonverbal 
abilities in the SLI group were acting as a buffer to overall personal development. This is of 
particular significance when considering the aetiology of language difficulties persisting from 
childhood into adolescence. Other factors to be considered in the context of persistent LI are 
the complex across-time inter-relationships between aetiological factors such as 
neurobiology, socio-economic status, educational history and the amount of direct and 
indirect support. In combination these factors warranted a more inclusive diagnostic reference 
for this study.
1.1.2. Aetiology of LI. The aetiology of LI is heterogeneous and results from 
multiple causes. The term LI is therefore a description of a phenotype, rather than a diagnosis. 
The following section will explore the complex interaction between some key neurobiological 
and environmental factors as they apply to the initial diagnosis and persistence of impaired 
language abilities in children. Later sections (1.3 and 1.4) will explore in greater depth the 
role of environmental factors in the natural history of LI as it presents during adolescence.
1.1.2.1. Neurobiology and LI. There is increasing evidence of the role of genetics in 
the presence of SLI, based on studies of twins (e.g. Bishop, 2002). In these studies, genes are 
shown to have a greater effect on the likelihood of a child having SLI than do shared 
environmental experiences, with monozygotic twins resembling each other more closely in 
terms of language profiles than do dizygotic twins (Lewis & Thompson, 1992; Tomblin & 
Buckwalter, 1998). Preliminary research findings indicate that SLI is caused by the
6interaction of several genes, and that environmental factors have an additional causal role 
(Bishop, 2006).
Neurobiological research has focused on the possible role of deficits in sound 
processing and phonological short-term memory (e.g. Archibald & Gathercole, 2007; 
Baddeley, Gathercole, & Papagno, 1998). As a result, poor non-word repetition is now seen 
as a core deficit in SL1 (Graf Estes, Evans, & Else-Quest, 2007). Additionally slow speed of 
processing for both linguistic and nonlinguistic tasks has been identified in some, but not all, 
children with SLI, when compared to children with normally developing language (Miller, 
Kail, Leonard, & Tomblin, 2001). Other risk factors of neurobiological origin include 
abnormal cortical patterns of asymmetry (Herbert & Kenet, 2007), and perinatal risk factors 
such as low birth weight and low 5-minute Apgar scores (Stanton-Chapman, Chapman, 
Bainbridge & Scott, 2002).
1.1.2.2 Environmental causal factors. LI may be associated with a delayed 
developmental profile eventuating from such environmental factors as foetal alcohol 
syndrome (Streissguth. Barr. Bookstein, Sampson, & Carmichael Olson 1999), maternal drug 
abuse (Cone-Wesson, 2005), mother-child transmission of HIV infection (Scott & Layton, 
2001), and maltreatment such as abuse, trauma and neglect (Nelson, 1998). Conversely there 
is research indicating amelioration of impaired language given the right type and degree of 
improved environmental care and cognitive stimulation (e.g. Morrow, Vogel, Anthony, Ofir, 
Dausa, & Bandstra, 2004).
1.1.3. Comorbidities. The most common characteristic of LI in early childhood is a 
delayed onset and slow rate of development of language (Hulme & Snowling, 2009). 
Considering the heterogeneous nature of LI, and the complexity of receptive and expressive 
language processes, it is unsurprising that there are many possible co-occurrences and 
continuities of difficulty associated with LI.
For example, impairments of pragmatic language, such as those associated with 
Pragmatic Language Impairment, Semantic-Pragmatic Disorder and Asperger’s Syndrome, 
are identified as subtypes of LI (Bishop, 1989; Rapin & Allen, 1987). Similarly, there are
7subtypes of language disorder that overlap in other developmental profiles, such as LI and 
dyslexia which has been defined as a language-based learning disability (Rose, 2006). In the 
Rose Report on Dyslexia (Rose, 2006) links are identified between reading disorders and 
underlying difficulties with phonological processing. Cohorts of adolescents with persistent 
LI have been found to have co-occurrence of persistent reading (decoding), spelling and 
comprehension difficulties (Snowling, Bishop, & Stothard, 2000).
Similar comorbidities occur with auditory processing and attention deficit disorders, 
where the overlap is evident with frequently co-occurring deficits in language, literacy and 
attention (Cohen et al., 2000; Sharma, Purdy, & Kelly, 2009). The interface between attention 
deficit disorders (ADHD) and LI are particularly evident in many language domains. These 
include difficulties with listening comprehension (Mclnnes, Humphries, Hogg-Johnson, & 
Tannock, 2003), working memory (Martinussen & Tannock, 2006), causal relations (Pugzles 
Lorch et ah, 2004), and social skills (Snowling, Bishop, Stothard, Chipchase, & Kaplan, 
2006).
There are many congenital and pervasive developmental disorders for which 
language difficulty is an associated impairment. These include Autism Spectrum Disorders, 
Oppositional-Defiant Disorder, sensori-neural hearing loss, cleft palate, Developmental 
Coordination Disorder, Oral and Motor Dyspraxia, intellectual impairment and global 
developmental delay. Additionally there are many congenital syndromes with associated 
impaired language abilities, such as Fragile X Syndrome (Abbeduto & Jenssen Hagerman, 
1997), Down Syndrome (Chapman, 1998), Velo-Cardio-Facial Syndrome (Goldberg, 
Motzkin, Marion, Scambler, & Shprintzen, 1993), and Williams Syndrome (Joffe & 
Varlokosta, 2007). Finally, there will be a sector of any preschool and school-aged population 
who are learning English as a second language and who will encounter degrees of language 
difficulty for transient periods.
In many mainstream secondary school classrooms, it is likely that there will be 
students with language difficulty associated with any one of the above causalities. Even 
though the intervention evaluated in this study could be of potential benefit to any student
8with language difficulty in a mainstream secondary classroom, it was deemed necessary to 
provide specific diagnostic parameters for the study participants. As a result, the target 
population for this study is that of secondary students with language difficulty identified by a 
diagnosis of LI. Diagnosis was based on standard inclusion and exclusion criteria including 
the absence of neurological damage, sensory deficits or developmental disabilities (Leonard, 
2003; Tomblin et al., 2003), as outlined in a previous section 1.1.1. Terminology, definition 
and classification of LI (p. 3).
1.1.4. Natural History of LI in Childhood and Adolescence.
1.1.4.1. Longitudinal studies. LI persists from childhood into, and beyond, 
adolescence (e.g. Clegg et al., 2005; Johnson et al., 1999). Thirteen studies are included in 
this literature review. All included cohorts of 12-18 year olds with LI.
Table 1-1: Studies reporting persistence of LI into adolescence.
Study Original diagnosis 
in early 
childhood/age 
range at initial 
testing/# diagnosed
Age range at
retesting/#
retested
Long-term persistence data
USA
King, Jones & Lasky, 
1982
Communication 
problem 
3:0-5:11 
n= 150
18:10-20:5
n=50
24% persistent communication 
problems of which 39% were 
language disordered.
Aram, Ekelman & 
Nation, 1984
Language disorder
3:5-6:11
n=47
13-16 yrs. 
n=20
94% persistent receptive 
language disorders, with a high 
percentage of other below 
average language/academic 
scores.
Stark, Bernstein, 
Condino, Bender, 
Tallal & Catts, 1984
Specific language 
disorder (SLD) 
4:6-8:0 
n=35
8-12 yrs. 
n=29
80% persistent SLD
Baker & Cantwell, 
1987
Speech and language
disorders
2:0-15:9
n=600
6:5-20:0 yrs. 
n=300
55% persistent speech and 
language disorders of which 9% 
were language disorder only.
Brinton, Fujiki & 
Baldridge, 2010
SLI 
6:3-9:1 
n=7
14-17 yrs.
n=5
100% persistent SLI.
9CANADA
Beitchman et al., 1994 
(Ottawa Language 
Study: Time 2)
Speech and language 
disorder
5:0-5:11 (Time 1) 
n=142
12 yrs. 
n=101
72% persistent speech and 
language disorders of which 81% 
had receptive and expressive 
language disorders.
Johnson et al., 1999 
(Ottawa Language 
Study, Time 3)
Speech and language 
disorder
5:0-5:11 (Time 1) 
n=142
18-20 yrs. 
n=l 14 73% persistent SLI and 
secondary LI.
UNITED KINGDOM
Davison & Howlin, 
1997
Developmental 
language disorders 
(DLD)
7:0-8:0
n=32
9.3-15.4 yrs. 
n=27
100% persistent DLD
Stothard, Snowling, 
Bishop, Chipchase & 
Kaplan, 1998
(Bishop & Edmundson 
Study, 1987)
SLI
4:0-4:11
n=38
15-16 yrs. 
n=30
80% persistent SLI, of which 
37% scored
=/> -2SD on verbal composites.
Clegg, Hollis, 
Mawhood, & Rutter, 
2005
(Developmental 
Language Disorders 
Study)
Severe receptive 
developmental 
language disorder 
(SRDLD)
4:0-9:0 
n=23 aged
Time 2: Mean 
age 13.04 yrs.
Time 3: Mean 
age 24.03 yrs. 
Time 4: Mean 
age 36.02 yrs. 
n=17
Times 2,3,4: 100% persistent 
SRDLD.
Conti-Ramsden,
Simkin & Botting 2006 
(The Manchester 
Language Study)
SLI and N-SLI 
7:0-7:11 
n=242
Mean age 
13.11 yrs. 
n=93
51.7% persistent SLI, 91 % 
persistent N-SLI.
Clark et al. 2007 Severe Receptive 
SLI (SRSLI) 
5:00-5:11 
n=58
Up to 16.8 yrs. 
n=58 97% persistent SRSLI
AUSTRALIA
Smart, Prior, Sanson, 
Oberklaid, 2001 
(Australian 
Temperament Study)
Learning difficulties 
Cohort first seen at 
4-8 months 
n=195
13-14 yrs. 
n=126
24% persistent literacy-based 
learning problems.
All studies reported LI persisting into adolescence in cohorts originally diagnosed in 
early childhood. Persistence rates varied from 24% to 100%, however there was a wide 
variation in cohort size from five (Brinton et al., 2010) to 300 (Baker & Cantwell, 1987). 
There was also a wide range in the type and severity of the original diagnosis of LI, varying
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from a general term of “language disorder” (e.g. King et al, 1982, p.28) to the more specific 
terms “severe receptive developmental language disorder” (Clegg et al., 2005, p. 129) and 
“specific language impairment” (Conti-Ramsden et al., 2006, p.90; Stothard et al, 1998, 
p.409).
Those reports identifying LI at a severe level at early diagnosis also reported the 
highest levels of long-term persistence in nature and severity of the LI: 100% (Clegg et al., 
2005; Davison & Howell, 1997), 97% (Clark et al., 2007), 94% (Aram et al., 1984), 91% 
(Conti-Ramsden et al., 2006) and 80% (Stothard et al., 1998). In contrast, some studies that 
provided no information on the severity of the LI reported lower persistence rates: 39% 
persistence rate of those originally diagnosed with a “language disorder” (King et al., 1982), 
and 55% persistence rate of those originally diagnosed with the generic term “speech and 
language disorders” (Baker & Cantwell, 1987).
1.1.4.2. Long-term issues for adolescents and adults with LI. Longitudinal studies 
that have followed cohorts of children diagnosed with LI through to adolescence and beyond 
are now providing insightful information about how these populations experience adult life. 
For example, in their longitudinal study of a cohort of males diagnosed with severe receptive 
LI in childhood, Clegg et al. (2005) reported long-term and significant issues with social 
adaptation and personal relationships for all those followed into adulthood, with some of the 
cohort experiencing serious mental health disorders. Many experienced long periods of 
unemployment, and most reported problems with forming and maintaining close friendships 
and love relationships. Two had developed schizophrenia.
The Ottawa Language Study, conducted over a 20-year period, reports on the 
educational, occupational and general quality of life outcomes for young adults with 
persistent LI (Johnson, Beitchman & Brownlie, 2010). When compared to a control group of 
same-age young adults with no speech and language impairment, the group with persistent LI 
demonstrated poorer outcomes for educational and occupational attainment.
A cohort of children first diagnosed with SLI in the 1980s at age 4 (Bishop & 
Edmundson, 1987) were re-assessed in their twenties (n=18, mean age 24;8). These
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individuals were found to have persistent difficulties with literacy, receptive language and 
verbal short-term memory (Whitehouse et al., 2009). A longitudinal study carried out in 
Finland (Arkkila, Rasanen, Roine & Vilkman, 2008) reports that over 40% of this cohort of 
young adults with persistent LI, studied over 28 years, continued to have word finding and 
information processing and retention difficulties.
In terms of employment, Whitehouse and colleagues (2009) reported that their 
longitudinal cohort had difficulties achieving consistent employment, and made career 
choices that involved professions that made fewer demands on language and literacy abilities, 
such as manual labour (Whitehouse et al., 2009). These findings were very similar to those 
reported by Durkin, Fraser and Conti-Ramsden (2010), in their follow-up with young people 
with SLI, also identified in early childhood (The Manchester Language Study). This cohort 
was interviewed at the end of compulsory education, at entry into the workforce. In 
comparison to a cohort of typically developing peers, the young people with LI were found to 
have significantly higher rates of unemployment, and a greater tendency to pursue training 
and employment in unskilled work.
Two other studies have involved surveys of populations of adolescents in the years 
immediately following compulsory education in the United Kingdom, which was at age 16 at 
the time of the studies (Carroll & Dockrell, 2010; Palikara, Lindsay & Dockrell, 2009). One 
study (Carroll & Dockrell, 2010) involved a cohort of 60 adolescents who had all attended a 
specialist residential school; the other study (Palikara et al., 2009) involved a cohort of 69 
adolescents with SLI, the majority of whom had attended mainstream schools. In combination 
these authors present a more positive experience as reported by the majority of the study 
participants in terms of further education, employment and social engagement, than for those 
in the previous studies conducted by Clegg et al (2005), Johnson et al (2010) and Whitehouse 
et al. (2009). In these latter studies the children had attended schools in the UK in the 1970’s 
and 1980’s. By the time the children in the chronologically later studies (Carroll & Dockrell, 
2010; Palikara et al., 2009) received their education, changes to the UK education system 
meant that there was a potentially higher level of awareness and support throughout
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secondary and tertiary education for students with LI, as well as at transition stages such as 
from school to the workforce. Authors of these studies highlighted the high degree of school 
and family support reported by the study participants for, for instance, moving into suitable 
further education or in seeking employment (Carroll & Dockrell, 2010; Palikara et al., 2009) 
Additionally the Clegg et al. study cohort was comparatively small (17 of the original 24 at 
adolescent and young adult follow-up reviews), and all had severe receptive language 
problems that may have been critical in determining personal outcomes (Law, Tomblin, & 
Zhang, 2008).
1.2. Prevalence of LI amongst adolescent populations
Information on prevalence rates of LI during adolescence is limited. Tomblin, 
Records, Buckwalter, Zhang, Smit and O’Brien, (1997) suggested a prevalence rate of 7% of 
children with LI in a population of kindergarten children, and these figures continue to be a 
reference point in the literature on child and adolescent communication disorders (e.g. Bishop 
& Snowling, 2004; Catts, Fey, Tomblin & Zhjang, 2002; Johnson et ah, 1999). The literature 
search conducted for this thesis included three different types of prevalence studies: 
Population-based, longitudinal follow-up, and those identifying clinical caseloads of speech 
pathology services. In summary, the demographic search criteria were the following: 12-18 
year olds attending mainstream secondary school, and meeting internationally agreed 
diagnostic criteria for LI (as outlined in the previous section 1.2.1). The term Learning 
Disability was included in the search terms for prevalence data, so as to include data from the 
USA. Complex populations with significant psychosocial problems such as psychiatric 
service caseloads and juvenile offender populations were excluded. A list of search terms 
used is provided in Table 1-1.
Table 1-2: Search terms for prevalence of LI in adolescence.
Prevalence Terminology Location Population
Epidemiology
Prevalence
Persistence
Persistent
Communication disorder 
Communication impairment 
Developmental dysphasia 
Developmental language
High school 
Secondary school 
Mainstream 
secondary school
Adolescence
Adolescent/s
Students
Secondary school
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disorder
Expressive language difficulty 
Expressive language disorder 
Language difficulty 
Language disability 
Language disorder 
Language impairment 
Language-based learning 
difficulty
Language-based learning 
disability
Learning disability 
Non-specific language 
impairment
Primary language impairment 
Receptive language difficulty 
Receptive language disorder 
Semantic-pragmatic deficit 
Semantic-pragmatic disorder 
Specific language impairment
students 
Young people 
Youth
1.2.1. Population-based studies. Two population-based studies met the search 
criteria, one involving US populations, and the other involving Australian populations. An 
epidemiological study based on data taken from the 2003 National Survey of Children’s 
Health in the USA (Altarac & Saroha, 2007) provided data on children and adolescents with 
learning disability. The decision to include USA studies of populations with learning 
disability is explained previously (Section 1.2.2). This study reported a prevalence of learning 
disability in 10-17 year olds as being between 12 and 14%, with more than 90% of these 
students demonstrating difficulties with listening, speaking, reading, writing and/or verbal 
reasoning.
McLeod and McKinnon (2007) conducted an Australian demographic study that 
investigated the prevalence of communication disorders, including LI, in mainstream primary 
and secondary school populations of students. Data was collected by means of indirect 
reporting by teachers and parents. For the purposes of McLeod and McKinnon’s (2007) 
study, a communication disorder was defined as a “difficulty in understanding, producing and 
using language for different purposes in different contexts” (McLeod & McKinnon, 2007, p. 
58). Prevalence rates of 15.29% (Year 7, first year of secondary school) and 16.6% (Year 8) 
dropping to 4.63% (Year 11) and 5.05% % (Year 12, final year of secondary school) of
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students were identified with a communication disorder (n=8,677). These prevalence rates are 
high when compared to those reported by Tomblin et al. (1997) for a population of children 
attending kindergarten. However, the prevalence rates reported by McLeod and McKinnon 
(2007) do suggest that a significant number of adolescents present with LI in mainstream 
secondary school.
The McLeod and McKinnon (2007) study findings indicated a significant decrease in 
the prevalence of LI from the early years of secondary school (Year 7 and 8) to the final years 
(Years 11 and 12). Information was gathered for this prevalence study by parents and teacher 
survey, and it seems reasonable to suggest that the apparent decrease in prevalence of 
secondary school students with LI could in part be the result of a difficulty of identification of 
students with LI by adults other than SLPs. It could also be the result of such students being 
amongst the numbers of early school leavers. Longitudinal studies of adolescents with 
persistent LI uniformly report a high number of early school leavers amongst these 
populations. For example, in one study, only two out of a cohort of 24 with persistent LI 
completed academic courses through to the final year of secondary school (Snowling, Adams, 
Bishop & Stothard, 2001); in another study 25% of a cohort of 120 adolescents with 
persistent LI continued their education at school after the compulsory age, which is 16 in the 
UK (Durkin, Simkin, Knox & Conti-Ramsden, 2009). A more significant drop in school 
attendance was reported for the longitudinal developmental language disorders study (Clegg 
et al., 2005), with only 1 of the cohort of 17 males with severe receptive developmental 
language disorder completing secondary education beyond compulsory attendance.
1.2.2. Adolescent caseload characteristics. The third way to examine prevalence 
data was through the inspection of reported caseload characteristics. There were three studies 
that matched the criteria of 12-18 year olds attending mainstream secondary school with a 
previous diagnosis of LI.
An Australian study by Hollands, Kraayenoord and McMahon (2005) surveyed 221 
SLP services across the state of Queensland. Responses from school and health-based SLP 
services, concerning service provision to 12-18 year olds with “oral language difficulties”,
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identified that 30% of service providers had no 12-18 year olds on their caseload, 60% had 
between 1 and 20, and 6% had between 21 and 99. Oral language difficulties were defined as 
“language-based difficulties of no known aetiology” (Hollands et al., p. 113).
Broomfield and Dodd (2004) surveyed 1,100 referrals to UK SLP services for 0-16 
year olds. Eleven to sixteen year olds with receptive language disorder (RLD) constituted 
2.2% of SLPs’ caseloads, and expressive language disorder (ELD) constituted 2.1%. In 
contrast younger children (7-11 year olds) constituted 4.5% (RLD) and 12.9% (ELD) of 
SLPs’ caseloads.
Dockrell, Lindsay, Letchford and Mackie (2006) surveyed 129 SLP services in 
England and Wales, and conducted interviews with 39 service managers. For caseloads 
including 12-16 year olds, 60% of SLP caseloads included children with SLI at age 12, 
declining to 9% by age 16. Most services were provided at special schools and units, for 
example Integration Units where students attended a specialist unit attached to a mainstream 
school. Diagnosis of caseloads included language disorders of known aetiology including 
intellectual impairment and autism spectrum disorder. It is likely therefore that at least some, 
and possibly much, of the surveyed SLPs’ caseloads of 13-16 year olds in this study included 
individuals with complex care needs in specialist settings, rather than individuals with LI of 
no known aetiology in mainstream secondary schools.
The persistent nature of LI beyond early childhood is now well documented (e.g. 
Clegg et ah, 2005; McLeod & McKinnon, 2007; Whitehouse et ah, 2009), so these reduced 
caseload figures beyond age 12 are unlikely to be associated w ith the cessation of the LI. 
Prevalence rates of LI indicate a minimum of 7% (Tomblin et ah, 1997) to as much as 16.5% 
(McLeod & McKinnnon, 2007), rates that are not reflected in SLP caseloads beyond age 12. 
It seems reasonable to suggest that there is a significant decrease in service delivery beyond 
the age of 12, coincidental with the population’s move into adolescence and from primary to 
secondary education.
1.3. Normal and impaired language abilities in adolescence
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1.3.1. Normal language development in adolescence. To understand the nature of 
language impairment during adolescence it is helpful to overview the normal changes which 
occur during this developmental period. This gives some context to the issues that may be 
faced by adolescents with persistent LI.
Language development is a dynamic process that continues throughout the life span. 
High order receptive and expressive language features are particularly characteristic of 
normal adolescent language development. For example, adolescents with normally 
developing language are able to use more abstract language forms for learning and social 
communication, such as for formulating hypotheses, forming and expressing opinions, 
problem solving and understanding and using non-literal, figurative language (Reed, 2005). 
Language in adolescence is generally characterised by the use of longer and more diverse and 
complex clausal and adverbial structures (Nippold, 2007; Nippold, Schwarz, & Undlin,
1992). Proficient social pragmatic language in adolescence also involves high order, more 
abstract, language and includes the use and understanding of idiosyncratic (group-specific) 
talk, sophisticated jokes, innuendo, ambiguity and sarcasm (Larson & McKinley, 1995).
In the academic environment, secondary school students with normally developing 
language are able to process, analyse, synthesise and summarise information from a range of 
texts, as well as from teachers’ oral instruction and class discussions and debates (Reed, 
2005). There is an increased emphasis on written language, for both reading comprehension 
and students' written expression across a variety of genres (Larson & McKinley, 1995; 
Nelson, 1998). Vocabulary becomes increasingly literate and technical (Montgomery & 
Levine, 1995), and a robust vocabulary development is essential for the understanding and 
application of curriculum content (Beck, McKeown & Kucan, 2008).
1.3.2. Nature of LI in adolescence. When compared to their peers with normally 
developing language, many adolescents with LI have poorly developed oral and written 
language abilities across academic and psychosocial domains. Language is known to be an 
essential foundation for the development of literacy (St. Clair, Durkin, Conti-Ramsden, & 
Pickles, 2010), numeracy (Donlan, Cowan, Newton, & Lloyd, 2007) and general academic
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ability (Dockrell, Lindsay, Palikara, & Cullen, 2007). The interrelationship between 
phonological awareness, vocabulary knowledge and the development of literacy through the 
school years is well defined (e.g. Ellis, Wheldall, & Beaman, 2007; National Reading Panel, 
2000).
On entering school, children with normally-developing language should have the 
following skills: an average expressive vocabulary of 2,500 words, receptive vocabulary of 
8000 words, and a Mean Length of Utterance (MLU) of 5.6 words (Paul, 2007). According to 
Brown’s stages of language development children entering school are at the final stage of 
fundamental syntactic development, Stage V (42-52+ months) (Brown, 1973). At this stage 
children can be expected to use such language forms as third person irregular (e.g. He does. 
She has), contractible copula (e.g. She’s ready), contractible auxiliary (e.g. They're coming), 
and clausal conjoining with 'because ’ (Brown, 1973). High order language skills are 
developing, and children are starting to use language to predict, reason and negotiate (Owens, 
2012). Phonological awareness, defined as the ability to identify and manipulate sounds in 
spoken words, is essential for the development of all aspects of written language (reading, 
writing and spelling) (Neilson, 2003). At school entry (approximately age 5) normally 
developing children can be expected to have emerging phonological awareness skills in 
syllable, rhyme and initial sound identification. By the completion of Kindergarten, the 
following skills can be expected: mastery of syllable, rhyming and initial sound identification, 
and emergence of rhyme generation, identification of word final sounds, and segmenting and 
blending of sounds in words at a simple word level (e.g. cat, dog, which both consist of a 
consonant-vowel-consonant structure) (Neilson, 2003).
Children who enter school with a delay in their language skills are seen to be at risk 
of falling further behind in their language and literacy development over the long term (e.g. 
Baumann & Kame’enui, 2004; Snowling et al., 2000). Many of these at risk children, either 
diagnosed or undiagnosed with LI in these early years, will have persistent language and 
literacy difficulties into their adolescence. Prevalence rates of adolescents with persistent LI 
have been presented in a previous section (1.1.4). This section will provide a description of
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the nature of LI during adolescence, and the impact that language difficulties may have on 
aspects of individuals' personal development.
Children and adolescents with LI are known to have difficulty with oral and written 
language comprehension (Bishop & Snowling, 2004; St. Clair et al., 2010), oral expression 
(Nippold, Mansfield, Billow & Tomblin, 2009; Wetherell, Botting & Conti-Ramsden, 2007), 
written expression (Culatta, Blank, & Black, 2010; Dockrell, Lindsay & Connelly, 2009), 
new word learning (Nash & Donaldson, 2005), executive function (Hughes, Turkstra, & 
Wulfeck, 2009) and short-term and working auditory memory (Archibald & Gathercole, 
2006; Leonard, Weismer, Miller, Francis, Tomblin, & Kail, 2007), relative to their peers with 
normally developing language. By the time students with LI have completed secondary 
education, their performance on nationally standardised basic literacy and numeracy skills 
tests may continue to be below national benchmarks (Conti-Ramsden, Durkin, Simkin & 
Knox, 2009; Dockrell, Lindsay & Palikara, 2011). For example, on-going written language 
difficulties, including higher-than-average errors with grammar, punctuation and spelling, 
were reported in a group of ten adults with long-term LI (Smith-Lock, Nickels, & Mortensen, 
2009).
Clegg et al.’s (2005) longitudinal study of a cohort of 17 males with severe receptive 
language disorder diagnosed in early childhood reported continuing difficulties in adulthood 
with reading accuracy and comprehension, and with spelling, as part of their profile of 
persistent receptive and expressive LI. Similar persistent difficulties were found with reading 
comprehension and spelling for a group of adolescents studied since their diagnosis with SLI 
as preschoolers (Snowling, et al., 2000).
Due to the persistent nature of LI, many students with LI entering the secondary 
education environment are already behind their peers in language-based learning skills 
(Smart, Prior, Sanson & Oberklaid, 2005; Stothard et al., 1998). In Smart et al.’s (2005) 
Australian longitudinal study, more than 80% of those identified in primary school with 
language-based learning difficulties had unresolved reading, writing and spelling problems 
upon entry to secondary school. Similarly, a review of SLP services for children and young
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people with speech, language and communication needs in England reported that, compared 
to 80% of children who achieve key numeracy and literacy benchmarks at the end of primary 
school, only 25% of children with speech and language needs achieve the same level of 
competency (Bercow, 2008). Other investigations have identified similar discrepancies for 
secondary students with LI in comparison to their typically developing peers on measures of 
reading comprehension and written expression (Davison & Howlin, 1997; Rescorla, 2005), 
and on narrative production (Wetherell et al., 2007).
1.4. The impact of persistent LI
1.4.1. Impact of LI on psychosocial development in adolescence. There is a known 
association between persistent LI and a range of psychosocial issues during adolescence. 
These include pragmatic social verbal difficulties (Rinaldi, 2000), low self-esteem (Jerome, 
Fujiki, Brinton & James, 2002), conduct disorders (Beitchman et al., 2001; Clegg, 
Stackhouse, Finch, Murphy, & Nicholls, 2009; Toppelburg & Shapiro, 2000), and social 
stress and peer relationship problems (Wadman, Durkin, & Conti-Ramsden, 2011). A group 
of 17 adolescents with persistent LI were found to have negative self-perceptions about their 
academic competence, social acceptance and behavioural conduct (Jerome et al., 2002). 
Similarly, 28 adolescents with LI self-reported that social interactions caused significantly 
high levels of stress, when compared to a group of adolescents with typical language abilities 
(Wadman et al., 2011).
There are recognised comorbid relationships between LI and attention disorders such 
as ADHD (Cohen et al., 2000). Adolescents with LI are known to suffer from mental health 
disorders such as anxiety and depression (Law et al., 2009; Naylor, Staskowski, Kenney & 
King, 1994) and substance abuse (Beitchman et al., 2001; Snow, 2000). High levels of 
emotional symptoms in adolescent boys at risk of school exclusion have been linked with 
expressive language problems (Ripley & Yuill, 2005). This study involved 19 excluded boys, 
14 of whom were from mainstream secondary schools. The reasons for exclusion included 
“...verbal and physical aggression, failure to follow rules and other behaviour problems 
including possession of an offensive weapon, and, for one child, absconding from school...”
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(Ripley & Yuill, 2005, p.40). The data revealed links between these behavioral problems, 
high-level emotional symptoms (such as anxiety and depression) and poor expressive 
language abilities.
Between 50-70% of juvenile offenders are reported to present with oral and written 
language difficulties (Bryan, Freer & Furlong, 2006; Gregory & Bryan, 2011; Snow &
Powell, 2008). Snow and Powell (2008) suggested that poor oral language skills and slow 
verbal processing are specific factors contributing to the disempowerment of juvenile 
offenders, particularly evident when communicating with adults in positions of authority.
As a result of experiencing some or all of these associated academic and psychosocial 
problems, students with LI may develop externalising and/or internalising behaviours that are 
more evident than the underlying language difficulty. These may include inattention, 
disorganisation or acting-out and obstructional behaviours (Clegg et al., 2009; Ripley &
Yuill, 2005; Starling, Munro, Togher, & Arciuli, 201 la). Having poor receptive and 
expressive language skills in the classroom environment may cause students to be disengaged 
and passively resistant to involvement in classroom activities, or to become overtly 
distracting to the rest of the class. Negative and unhelpful behaviours may be a reaction to the 
inability to understand and undertake academic tasks. Of concern is that these negative 
behaviours can act as a smoke screen to the presence of an underlying LI, which then can 
remain unidentified and unaddressed (Larson & McKinley, 1995; Paul, 2007).
Chapter 2 provides further insights into the nature of language impairment in 
adolescence in a published article written for an audience of secondary school professionals. 
The paper is titled Recognising Language Impairment in Secondary School Student 
Populations (Starling et ah, 201 la).
1.4.2. Impact of LI on academic development in adolescence. Well-developed 
language and literacy skills are evidently an essential requirement for successful explicit and 
implicit curricular learning by secondary school students (Nippold, 2007). Difficulties with 
oral and written language skills, common among students with LI, are likely to impact on 
their ability to be independent with understanding, retaining and using new information,
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completing in-class and homework requirements, being consistently attentive and organised, 
and presenting written work that reflects their cognitive levels of ability.
Mainstream secondary teachers’ first priority is to instruct all students in the 
curriculum specific to their subjects (Freedman & Wiig, 1995). For this purpose, teachers use 
a high degree of oral and written language (Baumann & Graves, 2010). This language is often 
complex, with vocabulary and terminology that may be unfamiliar (Larson & McKinley,
1995; Norris, 1997; Simon, 1998). Instructional teaching includes the outlining of procedures 
and meta-skills such as analysis and interpretation of literary features and different text types 
(Nelson, 1998). In student/teacher verbal interchanges ideas are discussed, opinions debated 
and questions asked and answered. Students are regularly required to read, process and 
respond to teacher-generated written information, such as worksheets, information printouts 
and glossaries, as well as subject textbooks and other required readings (Whitmire, 2000). 
This written information is increasingly decontextualised, and students are expected to extract 
relevant information in order to participate in discussions and complete written assignments 
such as expository and persuasive texts.
All of these expectations are known to be difficult tasks for students with LI (Ward- 
Lonergan, Liles, & Anderson, 1998). Assignments, tests and exams are predominantly based 
on the reading of instructional content, and the answering of questions in the written form. 
Tests and exams are taken under time pressures, necessitating quick and accurate information 
processing, thought organization and succinct clarity of expression. In addition, each new 
curricular topic for all subject areas involves the introduction of a set of vocabulary items and 
terminologies, which must be processed and retained in order to demonstrate knowledge 
(Beck. McKeown & Kucan, 2002; Wilson, Nash & Earl, 2010).
Additional classroom-based challenges for students with LI include sets of 
behaviours that they are expected to follow, often not explicitly stated, and often different for 
each teacher and class. These have been previously described as the ‘‘hidden curriculum” 
(Hoover & Patton, 1997, following Jackson, 1968). For secondary students these include 
expectations to work diligently and independently, to attend consistently to orally and
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visually presented information, to copy efficiently from the board, to rapidly and efficiently 
summarise information for note-taking, and to use synthesised auditory and visual working 
memory skills to retain and re-organise information. These are all abilities that may be 
challenging for students with comprehension and expression difficulties associated with LI 
(Montgomery & Levine, 1995; Whitmire, 2000).
1.4.3. Economic impact of a lack of support for populations with LI. Societies are 
measuring the long-term costs of a lack of support for a population with language and 
communication disorders (e.g. Hartshome, 2006; Speech Pathology Australia, 2006). Ruben 
(2000) estimated that such disorders may cost the USA from US$154 billion to US$186 
billion per year due to lost or degraded employment opportunities and the cost of caring for 
these people. Similarly, UK estimates based on the Rose Independent Review of the Teaching 
of Early Reading (Rose, 2006) are that governments are able to save around US $200,000 per 
individual in criminal justice and related costs through the earlier diagnosis of learning 
difficulties and the provision of adequate interventions. As young people with persistent LI 
enter the workforce, the incidence of low language and literacy skills will significantly impact 
their ability to gain marketable employment skills. According to the Industry Skills Council 
report No More Excuses (Government Skills Australia, 2011), about two million Australians 
are in the lowest literacy category on national benchmark testing.
Of specific relevance to the population targeted in this study, an economic evaluation 
of the provision of SLP services to children and young people with SLI (Royal College of 
Speech & Language Therapists, 2010) reported a cost benefit in the UK of GPB741.8 million 
(approximately A$l,100 million) derived from “...improved communication leading to 
improved educational achievement and in turn adult earnings...” (Royal College of Speech & 
Language Therapists, 2010, p.8). These figures from the US and the UK highlight the need 
for increased services supporting young people with communication disorders including LI. 
1.5. Interventions
1.5.1. Guidelines for supporting adolescents with LI. The following section 
presents international guidelines for supporting children and adolescents with LI, as well as
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the literature on current evidence-based approaches to intervention. Since there is a limited 
body of evidence-based literature, this will be supplemented by an overview of guidelines for 
clinical best practice for service delivery.
1.5.1.1. International guidelines for supporting young people with LI. At a global 
level, the rights of all adolescents to receive an appropriate education have been receiving 
attention. The United Nations Children’s Fund (UNICEF), in a recent report on the state of 
the world's children, highlights adolescents as a population in danger of being overlooked as 
a priority for international development resources (UNICEF, 2011). The World Health 
Organisation (WHO) identifies access to an appropriate education and extra assistance for all 
children and adolescents with a disability as a basic human right (WHO, 2007). In this 
context communication impairment is included as a disability. This conceptual framework is 
outlined in the International Classification of Functioning, Disability and Health (ICF)
(WHO, 2001) and the Children and Youth Version (ICF-CY) (WHO, 2007). The ICF is a 
classification system of universal health and health-related issues that has a particular focus 
on functional aspects of service delivery. Both the ICF and the ICF-CY are receiving a great 
deal of attention from the SLP profession (e.g. McLeod, 2006; O'Halloran & Larkins, 2008; 
Threats, 2008; Walsh, 2011). The conceptual framework is increasingly viewed as an 
intervention guidance construct that could benefit SLP clinicians and their clients, with its 
emphasis on “...an individual’s ability to function optimally in a given context...” 
(McCormack, McLeod, McAllister, & Harrison, 2009, p. 156).
SLPs can be encouraged to consider the WHO taxonomy triad of impairment, activity 
and participation (WHO, 2001). In combination with the ICF conceptual framework, SLPs 
can develop innovative practice (Threats, 2008). SLPs can in particular be guided by this 
conceptual framework when addressing the unique training and support needs of secondary 
school teachers in the management of their students with LI. Universality is a key concept of 
the ICF, defined as a construct in which disability is viewed as an intrinsic aspect of universal 
human functioning, which in turn is described from individual and societal perspectives 
(WHO, 2001). Where there is an impairment in an individual’s ability to use the language
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system for effective communication, it is deemed essential to provide supportive intervention 
that considers the individual’s idiosyncratic needs, including factors related to his or her 
natural, or societal, context. When applied to the field of LI, the ICF’s Contextual Factors, 
which include Environmental and Personal Factors, have been identified as providing 
particularly useful constructs for clinical decision making by SLPs (Westby, 2007).
While there has been some discussion of the application of the ICF and ICF-CY 
frameworks to younger school-aged children with LI (e.g., Campbell & Skarakis-Doyle, 
2007; McLeod & Threats, 2008), little attention has been given to the application of the ICF 
with respect to the particular challenges of supporting populations with LI in the secondary 
school context. The intervention presented in this thesis addresses this gap, and situates 
particularly well within the Environmental Factors framework with its systems-based 
approach to supporting whole populations of adolescents with communication disability, 
including LI.
1.5.1.2. Evidence-based interventions for supporting adolescents with LI. To
search for evidence-based intervention evidence, the following criteria were used:
1. Experimental measures of treatment outcomes (Level 1 and 2 evidence: Data-based, 
controlled, experimental/non-experimental, randomised and non-randomised, prospective 
studies e.g. RCTs; also single subject designs with evidence of experimental control [Agency 
for Health Care, 2002])
2. Papers published in peer-reviewed journals.
3. Study participants who are adolescents with learning disabilities including LI aged 12-18, 
attending secondary school.
The following electronic databases were searched for peer-reviewed articles: CINAHL, 
Cochrane Database, ERIC, Ovid MEDLINE, PsycINFO and Web of Science. A list of search 
terms used is provided in Table 1-3.
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Table 1-3: Search terms for interventions supporting adolescents with LI within 
mainstream secondary schools.
Population Diagnostic terminology Intervention Study design
Adolescence
Adolescent/s
School-age
Students
Secondary
students
Young people
Youth
High school
Secondary
school
Communication disorder 
Communication impairment 
Comprehension difficulties 
Developmental dysphasia 
Developmental language disorder 
Expressive grammar 
Expressive language difficulties 
Expressive vocabulary 
Inferential language difficulties 
Language-based learning 
difficulty
Language developmental disorder 
Language difficulty 
Language difficulties 
Language disorder 
Language impairment 
Learning disability 
Literacy difficulty 
Oral language difficulty 
Phonological awareness delay 
Phonological awareness difficulty 
Reading comprehension difficulty 
Reading comprehension 
difficulties 
Reading disorder 
Receptive language difficulty 
Receptive language difficulties 
Receptive vocabulary 
Semantic-pragmatic deficit 
Specific language disability 
Specific language disabilities 
Specific language impairment 
Spoken language disorder 
Written expression difficulty 
Written expression difficulties 
Written language disorder
Service delivery 
Intervention 
Language therapy 
Language pathology 
Speech pathology 
Speech-language 
pathology
Speech and language
therapy
Collaborative
Consultative
Inter-professional
Inter-sectorial
School services
Health services
Classroom-based
Curriculum-based
Teacher training
Inservice training
Education
Randomised 
controlled trial 
Non-randomised 
controlled trial 
Cohort studies 
Meta analysis 
Data base 
Experimental 
Systematic review 
Literature review 
Single subject 
design
Cross-sectional
Protocol
Twenty studies met the search criteria and of these, nine provided evidence of 
relevance to this thesis. Eleven studies met the inclusion criteria, however are not of direct 
relevance to the focus of this thesis. Four of these eleven studies involved individualised 
teaching of strategies targeting improved reading comprehension to secondary school students 
with language-based learning disabilities (Graham, Bellert, Thomas, & Pegg, 2007; Higgins,
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Boone, & Lovitt, 1996; Snider, 1989; Williams, Brown, Silverstein, & de Cani, 1994). Six 
studies targeted oral language through, for example, communication skills group programs 
(Hess, Wagner, De Wald, & Conn, 1993; Sage, 2001), verbal analogies training (Masterson & 
Perrey, 1999), individualised intervention for word-finding (Ebbels et al., 2012) and direct 
intervention on grammatical structuring (Bishop, Adams, & Rosen, 2006; Ebbels, van der 
Lely, & Dockrell, 2007). One study incorporated both oral and written language approaches 
in a group intervention targeting abstract vocabulary development (Mastropieri, Scruggs, & 
Mushinski Fulk, 1990).
The nine studies that were of particular relevance to the research presented in thesis 
are presented in Table 1-4, and are discussed in this section.
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Training secondary teachers 38
These nine studies provide evidence that secondary students with language-based 
learning difficulties who are instructed in explicit learning strategies can make improvements 
in reading comprehension, written expression and the learning of curriculum content. The 
comprehension of written texts underpins secondary school curricular learning, and students 
with LI are known to have ongoing reading comprehension difficulties (Rescorla, 2005). 
Prioritising reading comprehension in interventions supporting students with language needs 
is reflected in the studies, seven of which target this language domain. For example, the 
emphasis of Wong and Jones’ RCT (1982) was on evaluating a self-questioning technique to 
enhance the reading comprehension abilities of 60 secondary students with learning 
disabilities. Participants were taught to ask themselves a series of questions as they read texts, 
with interactive training provided by an instructor. Visual aids were provided to direct the 
questioning process. Significant differences were reported between the experimental and 
control groups, for predictions (p=<.03), generated questions (p=< .01) and information recall 
(p=<.05). However there was a notable difference between experimental group ages (LD, 
with mean age 14; 1) and control group ages (non LD with mean age 12;0) as well as grade 
levels, with experimental group participants being in (US) Grades 8 & 9 and the control group 
participants being in (US) Grade 6. There would likely be different academic resources and 
expectations of reading standards between primary and secondary education settings.
Strategy-based vocabulary instruction has also been utilised to enhance students’ 
reading comprehension (Bos & Anders, 1990; Bos, Anders, Filip, & Jaffe, 1989). The direct 
teaching approach used semantic mapping and semantic/syntactic feature analysis, and these 
were found to be significantly more effective for increasing students’ reading comprehension 
than a more indirect and traditional dictionary definition approach used by a comparison 
group. Large effect sizes were found for the three interactive strategy groups at both post and 
follow-up test times, when compared to the comparison group. In addition the improvements 
in one study (Bos et al., 1989) were maintained after a six-month period with no additional 
direct instruction. In the other study (Bos & Anders, 1990) the follow-up testing period was 
just one month. However, in general the authors suggest that “semantic feature analysis is
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effective for teaching adolescents with learning disabilities content area concepts and related 
vocabulary and for facilitating reading comprehension’ (Bos et ah, 1989, p. 388).
In both of these studies, the groups were led by mainstream classroom teachers 
trained in the reading comprehension strategies, whereas in the majority of the other studies 
the groups were led by university researchers, research assistants and special education 
teachers. The use of classroom teachers in interventions has positive implications for the 
emphasis in this study on training classroom teachers in the use of language strategies to 
support students with LI. It should be noted that in these two studies, which is in fact the same 
issue across all nine reported studies, the interventions take place in small group settings 
outside regular classroom environments (class withdrawal). The authors identify this as a 
limitation of their study: “Research-based strategies that lack efficacy for teachers in their 
classrooms are of limited use to students, teachers, and intervention researchers’ (Bos & 
Anders, 1990, p. 40). It should also be noted that the participants in these two studies had a 
range of learning difficulties, and only some may have had language impairment. The authors 
did not provide the breakdown of the participants’ diagnoses.
Summarising strategies have also proved to be useful in improving reading 
comprehension (Berkeley, Mastropieri, & Scruggs, 2011;Gajira& Salvia, 1992; Malone & 
Mastropieri, 1992). Strategies cited included moving from micro- (facts and details) to macro- 
(“Big Picture”) structuring of texts, deletion of unnecessary information, the formulation of 
topic sentences (Gajira & Salvia, 1992), and self-monitoring components involving the use of 
step-by-step visual checklists (Malone & Mastropieri, 1992). Similar to the direct vocabulary 
instruction approach, the results of these two RCTs were indicative of significant gains in 
students’ reading comprehension skills when the students were directly instructed in the use 
of learning strategies (Gajira & Salvia, 1992). Medium to large effect sizes were found in all 
three studies for pre to post and post to follow-up (where it occurred), for experimental 
groups compared to control groups.
Follow-up results were reported for Berkeley et al.’s (2000) and Gajira and Salvia’s 
(1992) studies, however the periods between post and follow-up testing were only six weeks
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and between 25 and 36 days respectively. As a result it is not possible to ascertain the truly 
long-term effects of either of these interventions. In addition, Malone and Mastropieri (1992) 
report that the experimental group achieved better results for the self-monitoring component 
with ‘near transfer’ to a simpler narrative passage than with a ‘far transfer’ to a more complex 
social skills text (curriculum content). It is possible that there was not enough time given to 
the intervention, or enough opportunities to practice generalized application following the 
intervention, to ensure the students were able to use the new skills to other classroom-based 
learning situations.
Using a similar strategy-based approach, but directed at a different language domain, 
Wong, Butler, Ficzere and Kuperis (1996) reported significant improvements in the written 
expression of adolescents with learning disabilities, when these students were trained in the 
use of strategies for planning, writing and revising their written work. The learning strategies 
included interactive verbal scaffolding and genre-specific visual organisational structures, and 
improvement was reflected in the clarity and cogency of the students’ written work. Large 
effect sizes were found at posttest for both clarity and cogency of written expression, when 
comparing the experimental group with a control group who had received no intervention. 
Non-significant findings were reported at follow-up testing for both measures (clarity and 
cogency) indicating maintenance of skills developed in the intervention. However, as with the 
Bos and Anders (1990) and Gajira and Salvia (1992) studies, the post to follow-up test period 
in this study was even shorter (one week).
Enhancing the learning of curriculum content was the focus of two of the studies. 
Darch and Gersten (1986) reported on an approach to pre-teaching curriculum content that 
involved explicit teacher-directed instruction. Teachers used outlines and overviews of texts, 
with directed questions and discussions that actively engaged all students in the learning 
process. This approach was found to be effective in comparison to a less directed approach to 
pre-teaching that involved teacher-student discussion only, with a large effect size reported at 
a posttest comparison of experimental and control groups. The posttest assessed the 
comprehension of content taught during the intervention and not an alternative, i.e. novel
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content, so it is not possible to extrapolate information about the generalisation of newly 
learned strategies to a range of classroom learning tasks.
Explicit strategy instruction was also the basis of another approach to enhancing 
curricular learning, evaluated in an RCT by Hollingsworth and Woodward (1993). Visual 
computer-simulation games were used to introduce learning strategies for linking facts, 
concepts and problem-solving techniques for new curriculum content for a health class. The 
students who received this instruction improved on measures of curricular problem solving, 
with large effect sizes reported at posttest comparison of experimental and control groups.
The trained group demonstrated significant improvements in curricular problem-solving 
abilities, and the ability to transfer these skills to other curriculum-based tasks.
In combination, these studies highlight the effectiveness of structured strategy-based 
interventions, delivered in direct, interactive approaches by classroom teachers, special 
education teachers or trained research assistants to secondary school students with language- 
based learning needs. Three language-based areas of learning were targeted across the 
studies: reading comprehension, written expression and the comprehension and learning of 
curriculum content. The studies also emphasised the relevance of supporting the written 
language needs of secondary students with LI (i.e. reading comprehension and written 
expression). An additional commonality across the approaches was the use of visual aids to 
supplement written language, such as semantic webs, visual checklists and other graphic 
organisers.
The application of the findings of these studies to the intervention presented in this 
study needs to be viewed with caution. The studies, in combination, give strength to the 
argument that targeting a strategy-based approach can be of benefit to secondary students 
with language-based learning difficulties. However all of the studies reported on small group 
interventions that were run outside of regular classroom scenarios, and all but one were led by 
personnel other than mainstream teachers. Additionally, the study participants were, in the 
main, identified as having 'learning disabilities’. This has been previously explained (Chapter 
1, Section 1.1.1) as being a term used commonly in the US to describe problems with the
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acquisition and use of listening, speaking, reading, writing, reasoning, and/or mathematical 
abilities. Even though an assumption could be that the majority of the participants had 
language-based learning disabilities, none were specifically identified as having an 
underlying LI.
As a result it is not possible to state that any of these studies has direct applicability to 
the situation targeted in this study, that is the training of mainstream secondary teachers in 
ways to support students with LI in their regular teaching practices. A search for Level 1 and 
Level 2 studies of direct relevance to this study identified a major gap in the research 
literature, as none involved the training of mainstream secondary classroom teachers in 
strategic approaches to teachers’ in-class support of students with LI. As previously 
identified, secondary classroom teachers are key members of the LI management team, and it 
would be of practical interest to ascertain firstly whether groups of teachers would take up 
and use a range of instructional language modification techniques in their regular teaching 
practices, and secondly, if their use of such techniques would be of identifiable benefit to 
students with LI in their classes. These issues have not been previously addressed in 
intervention research, thereby highlighting the need to address such a gap through the robust 
evaluation of this type of intervention through a randomized controlled trial methodology.
1.5.1.3. Models of service delivery for supporting adolescents with LI. Scholars 
within the field of adolescent LI highlight the need for SLPs to consult and collaborate with 
school teaching staff including mainstream teachers (Ehren, 2002; Elksnin, 1997; Larson & 
McKinley, 2003a; Law et al. 2002; Prelock, Miller, & Reed, 1995). ASHA (1991) identified 
this as a major benefit for service delivery as it allows the SLP to “ ...identify which 
curricular demands enhance or interfere with the student’s ability to function 
communicatively, linguistically and socially...” (ASHA, 1991, p.2). Collaboration with many 
teachers across a range of subjects makes good use of SLPs’ time and resources, and provides 
an effective way to respond to the changing needs of secondary school students with LI in the
secondary school environment.
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In a collaborative role, SLPs are able to a) gain information about the academic and 
psychosocial functioning of their language impaired adolescent clients in the classroom 
environment, b) observe and discuss the students’ personal strengths and weaknesses in the 
learning environment, and c) identify possible barriers to the students’ ability to function 
successfully in the classroom (ASHA, 1991). Mainstream subject teachers are seen as the 
experts in acquiring and disseminating curricular information. They are well placed to 
provide topical information regarding curricular goals and content, ensure any intervention 
has immediate academic relevance and impact, and provide opportunities for skill practice 
and generalisation. SLPs have expertise in oral and written language. They can provide 
specific information to teachers regarding individual students’ communication and learning 
support needs and provide training in strategies and accommodations applicable to different 
grades and subjects (Throneburg, Calvert, Sturm, Paramboukas, & Paul, 2000). An approach 
involving secondary teachers and SLPs working together increases the likelihood of 
implementation of changes and generalisation of newly learned strategies, in the long term 
and across the many classes attended by students with LI.
The need to provide proactive supports to adolescents with LI was highlighted by 
Ehren (2002), who suggested consultations by SLPs with mainstream classroom teachers on 
language-based learning issues as one option for delivery of a comprehensive LI management 
program at the secondary education level. Ehren (2002) identified modifying curriculum 
content as a particularly useful collaborative approach, having the potential to assist students 
with LI with their academic progress and the development of curricular knowledge. Similarly, 
Larson and McKinley (2003a) recognised the need for SLPs to include a consultative role in 
their overall plan for service delivery to secondary students with LI. “Collaborative 
consultation may take the form of team teaching, doing model lessons in the classroom, or 
conferring with an educational colleague regarding a specific student, to name a few options” 
(Larson & McKinley, 2003a, p. 187). In an editorial on the continuing need for SLPs to be 
more proactive in providing an intervention evidence base and more support for adolescents
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with LI, Nippold (2010) also recommended that SLPs collaborate with secondary classroom 
teachers on making topic knowledge more accessible.
Collaborative consultations within the secondary school environment are not without 
their issues and challenges. In a survey of SLPs' use of consultation as an aspect of service 
provision, Law et al. (2002) concluded that there are merits to the approach, however there 
are many issues to be considered for the approach to be successful. Such issues include the 
feasibility of regular meetings between the collaborating professionals, and the need for SLPs 
to provide robust training to the teachers or teaching assistants who will be implementing the 
ideas and resources.
Two UK studies have evaluated school-based interventions that involve vocabulary 
enrichment for populations of secondary school students with LI (Joffe, 2006; Wilson et ah, 
2010). In Joffe’s (2006) study, two interventions were compared: vocabulary enrichment and 
direct narrative instruction. The interventions were delivered to groups of targeted students by 
trained teaching assistants. Fifty-four secondary school-aged students diagnosed with SLI 
participated in the study, and were randomly assigned to one of two intervention groups 
(vocabulary enrichment and oral narrative instruction). According to preliminary reporting, 
both interventions resulted in substantial improvements to aspects of the students' language 
abilities, and there were no significant differences between the groups’ performance. The 
students who received direct instruction in vocabulary enrichment improved in their 
vocabulary skills to the same level as those who received direct instruction in oral narrative, 
and subsequently demonstrated improvement in their oral narrative skills. However, neither 
group showed improvement to a level of significance on post testing using measures of 
general receptive and expressive language, indicating a lack of carry-over into fundamental 
language ability domains. Similar to the intervention studies presented from the literature 
review (section 1.5.1.2.), this study presents information on an intervention study that 
involved small group instruction, delivered by trained teaching assistants, thereby limiting its 
usefulness to the mainstream teacher/classroom application emphasis of the intervention
presented in this thesis.
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A similar intervention involving vocabulary enrichment was evaluated by Wilson et 
al., (2010). In this study SLPs and mainstream secondary teachers worked collaboratively to 
support students with LI through classroom-based direct vocabulary instruction. Results 
indicated positive changes in teachers’ knowledge and understanding of vocabulary teaching. 
Qualitative information on the teachers’ uptake of the vocabulary enrichment techniques is 
presented. It is not known whether the collaborative intervention had a positive impact on 
students with LI in their classes.
In summary, there is increased momentum and evidence that collaborative 
interventions involving SLPs and teachers are useful. Yet to date there is no evidence for the 
training of secondary school teachers by SLPs in the use of language modification techniques. 
In the previous section, studies have been presented that demonstrate how students’ language 
abilities can improve when they receive direct strategy instruction from teachers. It is 
unknown, however, whether students’ language abilities also improve when their teachers are 
trained in the use of strategies, and use instructional language modification techniques in their 
regular teaching practices.
1.5.1.4. The challenges of supporting adolescents with LI. Concomitant with the 
changing nature of LI during adolescence, there are changes in the way that the speech 
pathology profession approaches service delivery to caseloads of young people with LI. In 
particular, as has been previously described (section 1.2.2.), SLP services for individuals with 
LI are significantly reduced once they reach adolescence and attend secondary school (ASHA 
2010; Dockrell et al., 2006; Hollands et al., 2005; Law et al., 2000).
Traditionally, SLP services are provided to adolescent populations through individual 
and small-group sessions. Service provision is generally both within and outside the school 
setting, and in some areas in special classes such as language units’ (ASHA, 2010; Larson & 
McKinley, 2003a; Law et al. 2000). Access to SLP services outside school for adolescents 
with LI is commonly restricted by cost, prioritisation of early intervention with younger 
children by both public and private services, and geographic location.
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Providing support for adolescents with LI within the school setting is an alternative 
option, however it is also not without its challenges. Class withdrawal (“pall-out” therapy 
provision) for individual or group therapy sessions can be effective (Ehren, 2002; Work, 
Cline, Ehren, Keiser, & Wujek, 1993). However, studies have also identified obstacles to this 
form of service delivery (Larson & McKinley 2003a; Prelock, 2000). For instance, the 
secondary school timetable is complex and poses barriers for scheduling additional activities 
(Dohan & Schulz, 1998). Therapy progress can be restricted by having few opportunities for 
the direct application of therapy goals, due, for example, to a lack of time for mainstream 
teachers to commit to supporting students individually (Larson & McKinley 2003a; Prelock, 
2000).
Additional barriers are created by the very nature of the population being served. 
Adolescents are often reluctant to attend therapy in the first instance (Ehren, 2002; Starling, 
2003), particularly when they attend therapy sessions that require withdrawal from regular 
classes. Identifying an individual as needing special help raises issues of “labeling” by peers 
with associated stigmatisation and potential recriminations involving teasing and bullying. 
Missed class work also creates a challenge for students who are reportedly already falling 
behind in their learning (Bercow, 2008; Smart et al., 2005; Stothard et ah, 1998).
Integrated systems-based services, where the classroom becomes the focus of the 
collaboration between SLPs and teachers, may provide an alternative option for addressing 
some of these service delivery problems. The creation of a learning environment that 
integrates language and subject learning could be adopted as a primary step in addressing the 
needs of students with LI inclusively (Lindsay & Dockrell, 2008). Indeed, ASHA (1991) 
recommends that a successful collaborative service delivery incorporates interventions that 
are based on naturalistic intervention strategies. This includes approaches that utilise “...good 
teaching practices....from a developmental perspective in a meaningful and goal-oriented 
context...” (ASHA, 1991, p.8). Paul (2007) refers to interventions where the interactive 
environment is the focus of change, and where taking a systems-based perspective “....means 
that we do not assume that all of the communication problems are “in” the child but, rather,
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are in the relationship between the communication partners...” (Paul, 2007 p.12). A major 
goal of the collaborative process in the secondary school environment could therefore be to 
create “language-accessible” learning environments that ensure increased accessibility to 
information and improved opportunities for learning for students with LI.
1.5.1.5. Supporting adolescents with LI in inclusive education settings. The vast 
majority of secondary school students with disabilities and additional learning needs, such as 
LI, attend mainstream secondary schools. Schools are therefore obliged to provide inclusive 
education in regular classrooms for all students, accommodating diverse individual learning 
needs (Horn & Banerjee, 2009; Shaddock, 2007). Indeed, international health and education 
organisations are driving policy aimed at providing equal education opportunities to all 
children and young people, including those who are at risk of educational disadvantage and 
marginalisation (e.g. United Nations Educational, Scientific and Cultural Organization, 1994; 
United States Department of Education, 2002; World Health Organisation, 2001).
In this inclusive education framework, mainstream secondary school teachers are 
expected to adapt their teaching practices so that they may address the particular needs of 
students with learning difficulties in their regular classes. However, gaps have been identified 
in teachers’ professional development that supports them in ways to accommodate students 
with additional learning needs, including students with LI (Dockrell & Lindsay, 2001; Forlin, 
2001; Pearce & Forlin, 2005). A recent Australian Commonwealth report has identified an 
urgent need for further research and policy development in relation to the way secondary 
schools can successfully include students with disabilities (Shaddock, 2007). Speech 
Pathology Australia (2006) collated information from Australian government policy 
documents, and found that these consistently recommend training of teachers in the 
management of students with LI. Similarly, a UK review of services for children and young 
people with speech, language and communication needs (SLCN) (Bercow, 2008) 
recommended the collaboration of health and education services in “...the effective removal 
of barriers for pupils with SLCN based on a revised secondary curriculum...” (Bercow, 2008, 
p.8). Collectively, these reports are urging the speech pathology profession to examine
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current inclusive school-based service delivery options for supporting adolescents with LI.
1.5.1.6. Teacher training as an integral part of the collaborative process. C ross- 
professional training through professional development (PD) programs has been identified as 
a critical feature of effective interagency service delivery (Gascoigne, 2008; Miller & Roux, 
1997). As previously highlighted, PD is identified by teachers as high priority so that they can 
address inclusive teaching practices adequately (Dockrell & Lindsay, 2001; Forlin, 2001; 
Pearce & Forlin, 2005). The positive impact of teachers’ PD on students’ progress has also 
been suggested (Guskey & Yoon, 2009). In their synthesis of evidence-based research on PD 
for teachers, the authors reported that conditions common to successful PD programs, using 
student progress as a criterion, were PD programs that were presented in a sustained manner, 
were site-based and presented by experts in the relevant field (Guskey & Yoon, 2008). In 
Guskey’s (1986) outlining of a fundamental approach to teachers’ PD, the key principles that 
are seen as being essential in ensuring the desired outcomes include ensuring that teachers 
receive regular feedback on the progress of the students, and the PD provider must ensure 
continued support and follow-up after the initial training (Guskey, 1986).
A similar systematic review of the literature was carried out on the impact of 
collaborative professional development (Cordingley, Bell, Thomason, & Firth, 2005). 
Amongst the main implications for effective teacher professional development arising from 
this literature was recurrent evidence that professional collaborations were effective in 
bringing about development in teaching and learning, and that involving external expertise in 
sustained professional development consistently achieved desired outcomes. Additional 
information is available on the positive outcomes for students and teachers of sustained, 
interactive professional development involving the coaching of teachers by specialists (e.g. 
Bryant, Linan-Thompson, Ugel, Hamff, & Hougen, 2001; Desimone, Porter, Garet, Yoon, & 
Birman, 2002; Klingner, Vaughn, Arguelles, Tejero Hughes, & Leftwich, 2004; Swafford, 
Jones, Thornton, Stump, & Miller, 1999). Desimone et al., (2002) place a particular emphasis 
on the value of focusing on specific instructional practices, as well as PD characterised by
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teachers’ active participation in learning, as opposed to being passive recipients of 
information.
In summary, for teachers’ PD to be effective and have the desired outcomes on 
students’ progress, it needs to be sustained, interactive and professionally collaborative.
What, then, should be included in an SLP-delivered training program for mainstream 
secondary school teachers, and how should such a program be delivered? A key 
recommendation of a study of primary school teachers’ attitudes to professional collaboration 
with SLPs was the need to raise teachers’ awareness of language difficulties in general, and 
their impact on children's learning specifically (Dockrell & Lindsay, 2001). SLPs’ training of 
teachers in the use of language-based strategies, resources and techniques has been used 
effectively as part of an overall caseload management plan (Ehren, 2002; Gerber, 1987; 
Prelock, 1997; Simon 1998). This form of indirect intervention can be seen as one aspect of 
an overall consultative role for an SLP providing services to secondary schools, and can 
include ‘...assistance to teachers in the planning and implementation of modifications to the 
curriculum...’ (Ehren, 2002, p. 66).
Dohan and Schulz (1998) surveyed SLPs in Canada for information on models of 
service delivery for school-aged children and adolescents. As a result, the authors provided a 
set of recommendations for intervention, and suggested that SLPs “...continue to provide in- 
service training for teachers to increase knowledge of the relationship between overall 
academic success and language skills and to encourage use of strategies for facilitating 
receptive and expressive language skills in the classroom...” (Dohan & Schulz, 1998, p.16).
In the challenging secondary school environment, there is a particularly urgent need 
to maximize the impact of an intervention in the long term, and across a whole-of-school 
community. Professional development (PD) presentations are a recommended and valuable 
way of disseminating general information about the nature and impact of adolescent LI to a 
wider group of secondary school teachers (e.g. Dohan & Schulz, 1998). However, within 
education communities, the traditional staff PD model of isolated presentations and
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workshops with little follow-up and on-going support, has been conjectured to be of minimal 
benefit to teaching staff in the longer term (Phillips, 2003).
Following other traditional models of service delivery, teacher training by SLPs may 
occur during conferencing over individual or small groups of students. This typically involves 
a restricted group of teaching personnel only, such as an identified “key” teacher (often the 
English teacher) and a learning support teacher (Ehren, 2002). One potential drawback to this 
model of service delivery is that this form of teacher support is unsustainable, particularly 
when it is not followed up by direct and ongoing support by the SLP. In this situation, ideas 
may not be implemented in the short or longer term.
To address this issue, PD sustainability could be ensured by embedding key ideas and 
strategies in an on-site training that is implemented over time. The goal of this sustained 
interaction between the trainer (SLP) and the trainees (teachers) would be to empower 
teachers to make conceptual and practical changes to their teaching practices, thereby 
optimising opportunities for the generalisation of skills and knowledge over time and across 
subjects and grades.
Two other issues for the success of an intervention need to be considered. Firstly, it is 
not only the uptake of skills that is important, but also whether teachers sustain these skills 
after the cessation of PD. Secondly, training teachers in the use of language modification 
techniques also has the potential to influence the language and learning outcomes of students 
with LI. With these issues in mind we now turn to the nature and research questions of the 
current RCT.
1.6 Rationale for the development of a teacher training program
In this study, a training-based program was developed to address the following 
clinical question: How can SLPs provide a school-based service that will benefit whole 
populations of adolescents with LI in both the short and long term? To reiterate, one goal of 
the collaborative process between SLPs and mainstream teachers in secondary schools is to 
create “language-accessible” classroom environments. Thus, the ultimate objective of a 
teacher training program could be to facilitate better access to, and expression of, curricular
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information by students with LI. This approach to intervention has been identified as 
recommended clinical best practice (Ehren, 2002; Gerber, 1987; Nippold, 2010; Prelock,
1997; Simon 1998).
There is no published research to date that identifies the efficacy of such 
collaborative approaches for supporting adolescents with LI. In particular, there is no 
evidence for the efficacy of an intervention where SLPs train mainstream secondary school 
teachers in the use of sustainable language modification techniques. Additionally, it is 
unknown what impact changes in teachers’ language-based teaching practices have on the 
language abilities of adolescents with LI.
1.6.1. Pilot study. In 2006 a pilot teacher training program was developed and 
implemented at the request of a Sydney secondary school where funding had been procured 
for a sustained professional development program for the school's teaching staff. The request 
was twofold: to raise whole-of-school awareness of the nature and impact of LI in the 
school’s student population, and to work with a group of across-subject classroom teachers on 
classroom-based instructional language modification techniques. The program was developed 
and implemented over the course of a university semester by a group of final year SLP 
students from the University of Sydney, whom I supervised as a qualified SLP/clinical 
educator.
The training program sought to address the following ideas and issues:
1. In part due to the high degree and complexity of teachers’ instructional language, 
adolescents with persistent LI are disadvantaged in their ability to progress 
academically in mainstream secondary school classrooms.
2. A collaborative enterprise involving SLPs’ support and training of teachers in making 
sustainable changes to their teaching practices may assist in addressing this 
disadvantage.
3. The collaborative approach should be sensitive to, and optimise, the professionals’ 
combined areas of expertise.
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4. The overarching goal of such an approach is to create “language-accessible”
secondary classroom environments to improve the active and productive engagement 
in the learning process of students with LI.
Twelve teachers were involved in the direct training aspect of the program, so that each 
SLP student interacted directly with three teachers. These teachers were from a range of 
disciplines: English (3), Science (3), Maths (3), Agriculture (1), Music (1) and Personal 
Development, Health and Physical Education (PDHPE) (1). They were all teaching the early 
secondary grades, Years 7-9. The program involved both in-class and outside of class 
meetings and interactions, one day a week over the period of a ten-week school term.
The trained teachers were asked to attend focus group meetings at mid-way and end 
points of the program, and complete program evaluation forms. In summary, the teachers 
reported a raised awareness of LI, its nature and impact, as well as the role of SLPs in 
working with this population. By the end of the program they all reported feeling more able to 
identify students with LI in their classes, as well as make oral and written language 
modifications and accommodations to support these students. There were limitations to the 
pilot study that helped identify essential methodological processes in the later RCT of the 
program. For example, no formal, quantitative outcome measures were used to evaluate 
changes to teachers’ practices. In fact, due to timetabling issues and competing priorities, the 
teachers’ attendance at the focus group meetings was inconsistent. Similarly, no formal 
outcome measures were used to evaluate student outcomes, that is the impact of the training 
on the language-based learning abilities of students with LI. However, there were sufficient 
positive indications of the relevance and value of the teacher training program to warrant 
further, more robust, evaluation.
1.6.2. Randomised controlled study. Building on the positive feedback from the 
teachers participating in the pilot project, and drawing on the rationale as outlined in this 
chapter, further evaluating the efficacy of training mainstream secondary teachers in the use 
of instructional language modification techniques became the focus of this postgraduate 
research study. The teacher training program developed during the pilot study became the
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subject of the RCT presented in this thesis. Within the Australian context the program has 
been called the LINCS (Language in Classrooms) Program. However for publication 
purposes the official name has yet to be finalised. In the article published in Language,
Speech. and Hearing Services in Schools (Starling, Munro, Togher, & Arciuli, 2012), the 
program is generically described as “the program” and “the intervention”.
The RCT sought to address the following research questions:
1. Do mainstream secondary school teachers trained in the use of instructional language 
modification techniques by an SLP demonstrate the use of these techniques in their classroom 
teaching practices, in comparison to a control group of teachers who have not been trained?
2. Can trained teachers' use of instructional language modification techniques be sustained 
over a period of time, in the absence of further direct support from the SLP?
3. Do secondary school students with LI, taught by teachers who are using the instructional 
language modification techniques, demonstrate significant improvements in their oral and 
written language ability, in comparison to a control group of students with LI whose teachers 
have not received the training?
4. If improvements in the students’ oral and written language skills are observed pre- post 
teacher training, are these improvements maintained after a period of time when their trained 
teachers have no further support from the trainer (the SLP)?
Broader issues related to the nature and impact of LI during adolescence are also 
presented in this thesis. The translation and synthesis of existing literature for key 
professionals involved in the support of adolescents with LI was evidenced during the 
conceptual development of the RCT. This led to the publication of two papers in peer 
reviewed international journals, and these papers are presented in Chapter 2: Dissemination of 
Existing Literature on Language Impairment in Adolescence, with the RCT presented in
Chapter 3.
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Chapter 2
Statement from co-authors confirming the authorship contribution of
the PhD candidate.
Papers 1 and 2:
1. Starling, J., Munro, N., Togher, L. & Arciuli, J. (2011): Recognising language 
impairment in secondary school student populations, Australian Journal o f Learning 
Difficulties, 16, 145-158
2. Starling, J., Munro, N., Togher, L., & Arciuli, J. (2011). Supporting secondary 
school students with language impairment. ACQuiring Knowledge in Speech, 
Language and Hearing, 13, 26-30
As co-authors of the papers cited above, we confirm that PhD candidate Julia Starling has
made the following major contributions to both papers:
1. The candidate was solely responsible for conducting the background research, 
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CHAPTER 2
DISSEMINATION OF EXISTING LITERATURE ON 
LANGUAGE IMPAIRMENT IN ADOLESCENCE
2.1. Introduction
Due to the breadth and complexity of problems experienced by young people with 
persistent LI, there are likely to be many health and education professionals involved in their 
management. As well as SLPs these could be health professionals such as general 
practitioners, paediatricians, psychiatrists, mental health counsellors, and occupational 
therapists; education professionals such as classroom teachers, learning support teachers, 
school counsellors, and specialist tutors; and community workers such as youth workers and 
sports coaches.
Two main groups of professionals were directly involved with the development and 
implementation of the intervention presented in this study, SLPs and secondary school 
professionals. An identified priority was the dissemination of existing information on the 
nature, impact and support needs for adolescents with LI to both groups of professionals. 
During the course of the research study, two manuscripts were peer-reviewed and accepted 
for publication in Australian journals.
2.1.1. Disseminating information to secondary school professionals. The first 
part of this chapter comprises a paper titled ‘Recognising language impairment in secondary 
school student populations’ (Starling, Munro, Togher, & Arciuli, 201 la). The intended 
audience for this paper was mainstream secondary school classroom teachers, as well as the 
broader body of professionals working in mainstream secondary schools such as 
administrative staff, mental health counsellors and learning support teachers. The purpose of 
the paper is to inform such educational professionals about the nature and possible impact of
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LI in secondary school student populations. In this way professionals can be alert to the 
possibility of an underlying LI, when observing academic, behavioural and emotional 
symptomatology.
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Recognising language impairment in secondary school student
populations.
Julia Starling, Natalie Munro, Leanne Togher and Joanne Arciuli 
Australian Journal of Learning Difficulties, 2011; 16(1): 145-158
ABSTRACT
Up to 16% of students in mainstream secondary schools present with Language Impairment 
(LI). As with other learning difficulties, students with LI experience many academic, social, 
emotional and behavioural problems. Associated presenting behaviors may however be 
masking the primary language impairment. As a result, secondary school students with LI are 
under-recognised, and may therefore be missing out on appropriate supports and services. In 
order to increase the awareness of education professionals, and increase the likelihood of 
identification and effective support, this article describes the nature and impact of LI in 
secondary school student populations. Two hypothetical case studies highlight the educational 
and psychosocial impact of LI during adolescence.
INTRODUCTION
Language Impairment (LI) refers to a difficulty with the understanding or use of 
one’s first language in both oral and written language domains, when this impairment cannot 
be attributed to a primary cause such as intellectual impairment, neurological damage or 
sensory impairment such as hearing loss (Leonard, 1991). In the context of a diagnosis of LI, 
oral language domains encompass listening comprehension and spoken language, and written 
language involves the processes of reading comprehension and written expression. LI persists 
into adolescence and beyond, as identified in longitudinal studies of populations originally
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diagnosed in childhood with receptive and/or expressive LI (e.g. Clegg, Hollis, Mawhood & 
Rutter, 2005).
The majority of children and adolescents affected by difficulties with language 
competencies are attending mainstream schools. These findings are supported by a recent 
prevalence study (McLeod & McKinnon, 2007) where up to 16% of mainstream secondary 
school students were reported to have a communication disorder, the majority involving 
problems with receptive and expressive language. The purpose of this article is to describe the 
nature and impact of LI during the adolescent years, so that education professionals working 
in mainstream secondary schools are better equipped to assist in the identification and support 
of this often misunderstood and misrepresented student population. Two hypothetical case 
studies are presented to assist educators with these processes.
Language impairment in adolescence
Language impairment at any age can have a negative effect on personal development. As well 
as experiencing significant academic difficulties throughout secondary and tertiary education 
(Conti-Ramsden, Durkin, Simkin & Knox, 2009; Snowling, Adams, Bishop & Stothard,
2001) , secondary school students with persistent LI are known to be at risk for a range of 
behavioural, social and mental health problems (Clegg, Stackhouse, Finch, Murphy & 
Nicholls, 2009; Jerome, Fujiki, Brinton, & James, 2002). For instance, there are recognised 
co-morbid relationships between LI and attention disorders such as ADHD (Cohen et al., 
2000), specific learning difficulties such as dyslexia (Snowling, Bishop & Stothard, 2003) 
and behavior difficulties such as conduct disorder (Toppelburg & Shapiro, 2000). 
Psychosocially, adolescents with LI are known to develop mental health disorders (Law, 
Rush, Schoon & Parsons, 2009). When compared to their peers with typical language 
development, adolescents with LI are more at risk of having low self-esteem (Jerome et al.,
2002) , poor sociability (Wadman, Durkin & Conti-Ramsden, 2008), significantly high rates 
of depression and anxiety (Law et al., 2009; Naylor, Staskowski, Kenney & King, 1994), as 
well as issues with substance abuse (Snow, 2000) and antisocial behavior (Smart et al., 2003).
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High levels of emotional symptoms in adolescent boys at risk of school exclusion have been 
linked to expressive language problems (Ripley & Yuill, 2005). Of particular concern is the 
high number of juvenile offenders who present with oral and written language difficulties 
(Bryan, Freer & Furlong, 2006; Snow & Powell, 2004).
As part of a longitudinal study of the cognitive, language and psychosocial outcomes 
of persistent LI, seventeen males originally diagnosed with severe LI between the ages of 4 
and 9 were followed up at three later developmental phases (adolescence, early twenties and 
mid-thirties) (Clegg et ah, 2005). Three control groups were used in the study: sixteen 
siblings with no LI, seventeen IQ and age-matched males with no LI and a cohort of 1384 
subjects from The National Child Development Study, used as a comparison group for 
psychosocial outcomes. Compared to the control groups, the participants with LI had all 
experienced significant life issues when followed up in their mid-thirties. These included 
serious mental health problems, poor social adaptation, incomplete or non-existent tertiary 
education and training, and difficulty finding consistent and personally fulfilling employment. 
Similar findings are reported in the outcomes of other longitudinal studies involving young 
people with persistent LI (Brinton, Fujiki & Baldridge, 2010; Conti-Ramsden et al., 2009; 
Whitehouse, Watt, Line & Bishop, 2009).
Societies incur long-term costs associated with unaddressed language-based learning 
difficulties (Hartshorne, 2006; Ruben, 2000). For example, Ruben estimates that, in the US, 
previously unaddressed communication disorders in adults cost between 154-186 billion 
dollars per year due to lost or degraded employment opportunities and the cost of caring for 
this population. In combination, these data and risk factors highlight the urgent need to 
identify and support secondary school students with LI.
Despite the well-identified need, support for adolescents with LI decreases 
dramatically once students transition to secondary school (Hollands, Kraayenoord & 
McMahon, 2005; Law et al., 2000). Montgomery and Levine (1995) described adolescents 
with LI as being “abandoned by the system at a time when their educational experience may 
be the most confusing and turbulent” (p.l). Positive and proactive steps can be taken to
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address this issue, in particular by raising secondary school community awareness of the 
nature and impact of LI during adolescence. Professionals who work within the secondary 
school environment and who interact directly with students with LI include classroom and 
learning support teachers, school counsellors, and welfare and behaviour support staff. 
However, these professionals may fail to identify LI, and/or fully understand how the 
impairment can impact upon a student, due to more evident presentations such as oppositional 
behaviours, falling grades and mental health problems. To draw awareness to this disability, 
we describe the major language developments that occur during adolescence, and the 
changing nature and impact of LI during this developmental period.
Asynchrony with normal language development
Language development is a dynamic and life-long process. It has been suggested that 
individuals with LI do not move easily along this developmental trajectory. For example, 
Bashir and Scavuzzo (1992) conceptualise LI in school children as an asynchrony between 
language abilities, normal cognitive development, and the demands of classroom learning. 
This is particularly apparent when observing the nature of LI during adolescence. Even 
though language development is more gradual during this period than in earlier childhood, 
age-appropriate language abilities continue to be a crucial aspect of successful personal 
development.
Normal linguistic growth during adolescence is apparent in all aspects of oral and 
written language. Changes are evident in the use of longer and more diverse and complex clausal 
and adverbial structures (Nippold. Schwarz & Undlin, 1992), a greater emphasis on written 
language for learning (Larson & McKinley, 1995), and a steady increase in social and 
curriculum-based vocabulary (Beck, McKeown & Kucan, 2008). A constantly expanding literate 
and technical lexicon is stimulated by curricular content across all subjects (Nippold, 2007) and, 
as Ehren (2009) states, “Adolescents are still learning to read, especially as it relates to
discipline literacies” (p. 193).
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Another defining characteristic of linguistic change during adolescence is the 
development of more abstract thinking for formulating hypotheses, forming opinions, extracting, 
interpreting and synthesising information, and understanding and using non-literal, figurative 
language (Reed, 2005). In the social environment, typically developing adolescents become 
adept in understanding and using sophisticated language forms such as innuendo, ambiguity and 
sarcasm (Larson & McKinley, 1995). They are able to switch with flexibility between formal 
and informal social codes, such as changing communication styles when talking to the school 
principal one minute, and their friends the next. In contrast, adolescents with LI have poorly 
developed language abilities across academic and social domains. The following sections will 
describe the nature of LI during adolescence, and the impact that language difficulties may have 
on aspects of personal development.
The nature and impact of LI in adolescence
Children with LI who are transitioning to secondary school may already be functioning at a 
significant disadvantage when compared to their typically developing peers. Even with earlier 
support, many children with LI will continue to lag behind their age-matched peers on 
measures of reading comprehension and the production of written language when they reach 
secondary school age (Davison & Howlin, 1997; Rescorla, 2005). Bercow (2008) states that 
compared to 80% of children in the UK who achieve key numeracy and literacy benchmarks 
at the end of primary school, only 25% of children with speech and language needs achieve at 
the same level. Similar findings are reported in a large-scale longitudinal study of Australian 
children, where more than 80% of those identified in primary school with language-based 
learning difficulties had unresolved reading, writing and spelling problems in secondary 
school (Smart, Prior, Sanson & Oberklaid, 2005). It is useful to consider the nature of 
adolescent LI in terms of two main language domains: receptive and expressive language. 
Receptive language difficulties
Here we refer to receptive language abilities as they relate to both reading and listening 
comprehension. These highly correlated skills involve the efficient processing, interpretation and
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retention of spoken and written language, and difficulties in these domains are primary 
indicators of possible LI (Catts, Adlof, & Weismer, 2006; Loucas et al., 2010; Nation, Clarke, 
Marshall & Durand, 2004). Having persistent difficulty with retaining information in short-term 
and working memory may mean that these students act on incomplete curricular and 
instructional information, and subsequently do not retain information efficiently. Adolescents 
with linguistic processing difficulties are known to be “less efficient using specific meta- 
cognitive strategies or such executive functions as planning, organizing, self-monitoring (and) 
flexible strategy usage” (Montgomery & Levine, 1995, p.9).
Students with LI are often disengaged in classroom activities if they perceive a teacher 
to be “talking too much”, or if there are many simultaneous demands on their auditory 
processing abilities such as having to retain a string of complex instructions or being surrounded 
by distracting levels of classroom noise. In a busy secondary classroom these factors can act as a 
barrier to the rapid mental processes needed for following instructions and for the timely 
completion of work. Additionally, responding rapidly and accurately to teachers’ questions 
necessitates not only efficient auditory processing skills, but also rapidly retrievable knowledge, 
effective lexical organisation abilities, and above all, the words with which to state the answer. 
LI can manifest in a breakdown in any or all parts of this process. However, responding with 
silence is often interpreted as a lack of attention or knowledge, or as uncooperative behaviour, 
rather than a student’s need to pause in order to formulate a response.
Adolescents with persistent LI are delayed in their acquisition of age-appropriate 
vocabulary (Stothard, Snowling. Bishop, Chipchase & Kaplan, 1998). New vocabulary learning 
depends, in part, on making associations with prior knowledge and an already well-established 
lexicon, thereby facilitating stronger lexical connections (Beck & McKeown, 2007; Nash & 
Donaldson, 2005). Applied to the secondary classroom environment, having difficulties in the 
receptive language domain means that these students may miss out on learning and applying 
essential curricular vocabulary. Without a full grasp of new vocabulary, students with LI may 
have follow-on problems understanding and retaining conceptual and factual information 
fundamental to the effective learning of curricular content. These difficulties are often
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demonstrated in a poor understanding of information handouts, work sheets and assignment 
sheets, and subsequently work that is returned with incomplete and often irrelevant answers. 
Such difficulties may be exacerbated if a teacher has a highly verbal presentation style, if there 
is a large amount of newly introduced vocabulary at any one time, and if the conceptual and 
linguistic content of the subject being taught is particularly complex, technical and/or 
unfamiliar.
Competent reading comprehension is closely correlated to the understanding of spoken 
language (Perfetti, Landi & Oakhill, 2005). For competent readers, reading-for-meaning 
strategies normally develop alongside reading fluency and automaticity. A disparity between 
reading accuracy and less-well-developed comprehension ability can have a significant impact 
on learning (Catts & Kamhi, 2004). Students with a history of language difficulties typically 
continue to have reading comprehension problems well into their adolescence even when they 
display adequate reading accuracy and fluency (Snowling et al., 2001). Teachers may become 
aware of students’ difficulty with reading comprehension due to an inability to extract key 
information from texts, to use contextual cues to assist in their understanding of unfamiliar 
words, to recognise previously taught curricular concepts and vocabulary, and to understand 
inferred information such as an underlying themes or implied meanings.
Finally, a poor understanding of non-literal language, such as idiomatic, metaphorical 
or proverbial language forms, is an aspect of receptive language difficulty that may become 
apparent in both classroom and social situations (Reed, 2005). This aspect of LI may be part 
of a specific difficulty with the pragmatics of language, affecting the appropriate use and 
interpretation of language in different communicative contexts (Bishop & Adams, 1989). An 
inability to grasp non-literal and implied ideas can have an additional impact in the social 
environment. Many students with LI “miss the point” when interpreting inferred meanings, 
subtle remarks and even the slight nuances of a facial expression (Brinton et al., 2010). A 
common indication of impaired social language ability is the tendency to take non-literal 
language literally, so that sarcasm can be misinterpreted, hints and allusions make no sense 
and the double meanings of jokes are lost. Misinterpretation of language in any context can
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lead to a communication breakdown, and can result in inappropriate reactions that might lead 
to a misperception by others of rudeness and disrespect towards authority figures.
Expressive language difficulties
Expressive language encompasses oral and written language use. A common sign of 
expressive language difficulty is limited and grammatically immature spoken output. For 
instance, students with expressive language difficulties may have a limited and repetitious 
vocabulary, and overuse non-specific words such as “thing”, “stuff’, and “you know”. Other 
signs include uncorrected phoneme reversals in the speech production of polysyllabic words 
(e.g. hittopotamus, conversation for conservation), word retrieval problems, and speech that 
is characterised by hesitations as students search for the right words, or indeed any words, to 
get their message across. Another indication of expressive language impairment may be 
evident with a student’s inability to use appropriate key words for the effective use of internet 
search engines (Durkin, Conti-Ramsden, Walker, & Simkin, 2009). This latter issue has 
particular significance now due to the high degree of internet-based learning and teaching.
In contrast to their peers with typically developing language, adolescents with LI use 
oral and written sentences that are shorter and less semantically sophisticated and 
syntactically complex (Reed, 2005). They may make many syntactic errors with verb tense 
and agreement when producing both written and oral narratives (Wetherell, Botting & Conti- 
Ramsden, 2007), and their written narratives may be less informative and cohesive than their 
peers with no language difficulties (Reed, Patchell, Coggins & Hand, 2007). A readily 
observed characteristic of LI in the secondary classroom is limited written output, from the 
level of idea initiation (“She just can’t seem to get started”), to the inclusions and expansions 
in the student’s written work (“He only writes a few short sentences and can’t then elaborate 
on his ideas”). Written language difficulties are observed across all text genres, such as 
narrative, exposition, persuasion and instruction. Difficulties may be particularly evident in 
tasks involving the creative writing of prose and poetry, which can present as challenges to 
students with LI due to their relatively unstructured nature and the need to understand and use 
more sophisticated written language techniques.
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Behavioural indicators of LI
Secondary school students with LI may initially come to the attention of teachers because of 
associated behavioural issues. However, the presenting behaviours can serve to detract 
teachers from recognising a possible underlying issue with language-learning abilities. Table 
1 presents a hypothetical case of a student with possible LI. The case study illustrates some of 
the presenting behaviours that secondary school teachers may observe in their students with 
diagnosed or suspected LI.
Table 2-1
Case study 1: Ben________________________________________________________________
Ben is a 13-year-old student who persistently comes to teachers’ attention, and is identified 
by many as “a trouble-maker”. He takes a long time to settle, regularly forgets his required 
equipment such as pens and notebooks, sits up at the back of the class and constantly chats. 
Despite being so talkative, Ben doesn’t like being put on the spot with a direct question, and 
responds with a shrugged silence or a guessed response, but one that has little relevance to the 
teacher’s question. However, he is quick with comments, usually inappropriate ones 
guaranteed to get a laugh from the other students, and has “attitude” written all over him.
Ben’s class notes are more or less unreadable, and his copying from the board is incomplete, 
with poor spelling and no punctuation. Unsurprisingly, Ben turns in messy and incomplete 
assignments that are rarely on time, and regularly fails tests. He consistently misinterprets 
assignment directives, and cannot follow verbal instructions in class.
Ben spends a great deal of his study and recess time on the computer, and has a reputation for 
being good at games of skill and strategy. However, he is quickly frustrated when he has to 
do internet research projects, as he can't ever seem to find the right information, and gets put 
off by the pages of dense print that he says he finds difficult to read.
Ben is regarded as being an annoying student, and teachers report that they would be able to 
get through so much more in each lesson, if only they weren’t constantly having to ask him to 
sit down and stop talking. In contrast, the sports coach talks about Ben in more positive terms 
as a promising student, one who has the potential to excel on the sports field if only he could 
remember to turn up to practice and bring his equipment.______________________________
This student, Ben, is presenting with a range of behaviours that may be related to a 
possible underlying difficulty with both receptive and expressive language skills. The 
impression Ben makes on his teachers is that of a student with primarily behavioural, 
attention and organisational problems. However, because of these multiple negative 
behaviours, underlying language difficulties are not necessarily the teachers’ first 
consideration. For instance, Ben’s constant chatting may lead his teachers to believe that he 
has quite adequate expressive language skills. Some adolescents with LI may appear to have 
reasonable oral language abilities. However, upon closer inspection, their speech may be full 
of revisions, mazes, and circumlocutions. Teachers often describe these students as those who
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talk a great deal but have difficulty making succinct points. This was one of the main issues 
reported by Brinton, Fujiki and Robinson (2005) in their case study of Cody, a boy with long­
term and persistent LI. In his early adolescent years, “The complexity of Cody’s expressive 
language was increasing, but his production was characterized by word-finding problems, 
planning difficulties, inconsistent grammatical errors, and numerous revisions and mazes” (p. 
344).
In contrast to his “talkative nature”, Ben has problems organising his thoughts and 
expressing himself with accuracy and specificity when approached directly to answer written 
and spoken questions. Perhaps as a result of his possible long-term language-based learning 
issues, Ben has become adept at avoidance and guessing. Misbehaving serves to divert the 
teachers’ attention and to keep up his popularity rating amongst his peers. Ben may be aware 
of teachers’ negative attitudes towards him, resulting in little motivation to put in the extra 
effort needed to keep up with his work. From Ben’s perspective, there may be few times in a 
regular school day when he enjoys positive learning experiences.
Starting as early as kindergarten, children with LI may be described by teachers as 
being disruptive and oppositional (Dockrell & Lindsay, 2009). Having impaired language 
abilities can have a direct impact on children’s ability to problem-solve and self-regulate 
behaviour (Bashir & Scavuzzo, 1992; Westby & Cutler, 1994). By the time these children are 
in the secondary school environment, perceptions of negative behaviour may either follow 
with them or become quickly established. An underlying difficulty with language processes 
may not be immediately apparent if a student has developed effective compensatory 
strategies. For example, some students with LI may excel in the school environment by 
developing natural strengths in non-language focused areas such as sports and creative arts 
(Tattershall, 2002). Those with stronger visual-spatial skills may have become adept at 
producing visually attractive work, or vigilantly watching for clues in their environment 
(Mann, 2006). Which book is everyone getting out? Which page are we meant to be working 
on? Are the other students writing words or sentences? Are we allowed to illustrate our work?
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The regular routines of the primary school classroom, including homework 
instructions, are more likely to assist students with learning difficulties than those of the 
secondary school classroom. As students enter and progress through secondary education they 
are expected to be more self-regulated in their learning habits. These changed expectations, 
the increased demands on students’ oral and written language competencies, and the changing 
nature of LI during adolescence, may lead to language-impaired students developing a range 
of negative and unhelpful behaviors, such as oppositional-defiant behaviours and truancy 
(Snow, 2000).
Understandably, in a busy secondary classroom, teachers may arrive at particular 
conclusions about the causes of poor classroom performance. For instance, incomplete or 
limited work may be interpreted as resulting from a student’s laziness or lack of attention to 
detail; an inappropriate answer could imply that the student wasn’t listening or reading the 
question carefully; consistently low test scores might reflect poor study habits. When a student 
has impaired language abilities, these kinds of academic issues may be related to specific 
language difficulties such as with processing, retaining and reformulating information. When 
students present with these types of learning and behavioural profiles, teachers need to consider 
the possibility of LI and take appropriate steps, including referring to a speech pathologist for a 
comprehensive language skills assessment.
Social and emotional indicators of LI
LI can have a serious effect on an adolescent’s social and emotional development. For instance, 
in contrast to overt and more readily observable behaviours, there are some secondary school 
students with LI who react to increased environmental challenges by withdrawing from 
involvement in classroom and social activities. By successfully avoiding drawing attention to 
themselves, these students may go unnoticed by teachers, until there is a decline in academic 
performance, school avoidance or evidence of mental health problems such as anxiety and/or 
depression. Here we explore psychosocial issues associated with LI during adolescence using a 
second hypothetical case. Table 2 describes Anna, a student who is presenting with a concerning 
social and emotional profile. This case study illustrates some typical psychosocial behaviours
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observed in adolescents with LI, that highlight the need to consider the presence of LI as part of
an overall psychological assessment.
Table 2-2
Case study 2: Anna____________________________________________________________
Anna is a 15-year-old student referred to the school counsellor by the year advisor, who is 
concerned about the student’s recent truanting and falling grades. There is additional 
reporting of self-harm and possible drug use. Anna’s background includes an early history of 
delayed speech and language development, with speech pathology intervention during 
preschool and Kindergarten. There are also file notes on learning support in Year 1 and Year 
2 for early literacy difficulties. However, since that time, Anna has had no further speech 
pathology or learning support.
The counsellor notes that Anna is described by many of her classroom teachers as being a 
low-average student. However, an earlier psychometric assessment had identified many 
intellectual abilities in the high-average range, particularly in the visual-spatial domains, and 
her Visual Arts teacher describes her as being an exceptionally talented student. Anna is 
described as being “a bit of a loner” with a history of social relationship problems, including 
instances of being bullied and having a problem with making and keeping friends.
The counsellor has seen Anna now for a few sessions, but is becoming frustrated by the lack 
of progress, and her passivity and disengagement in the counselling process. Anna seems to 
be purposefully putting up communication barriers; she is mainly silent, avoids eye contact, 
shrugs, and responds “I dunno” to questions. The counsellor finds herself filling in the 
silences by doing all the talking. The only time she feels some connection is when Anna is 
asked to complete the “Feelings Barometer” scales, which she does willingly at the start of 
each session. However, Anna then seems reluctant to follow through into discussing the 
changes in her emotions and feelings since the previous session, or indeed talking about any 
of the reasons that may be causing her low emotional state._____________________________
The case study student, Anna, has a past history of delays in communication and 
literacy skills development. She has more recently been observed to experience social skills 
difficulties, such as problems with the initiation and maintenance of reciprocal friendships. 
Anna has now come to the school’s attention due to her low emotional state, and concerning 
behaviors such as truanting and self-harm. As part of the case assessment, the school 
counsellor notes a reluctance to engage in conversation and poor eye contact. Anna appears to 
be presenting as a passive and avoidant communicator, both verbally and non-verbally, which 
may be interfering with the development of a positive relationship with supportive adults in 
the school environment. In fact, Anna’s possible continuing difficulties with language 
comprehension could be interfering with her ability to process the counsellor’s possibly 
complex verbal language, and could in part explain Anna’s disengagement in the interview 
process. As well, Anna reportedly has difficulty talking about her feelings and emotional 
state. Young people with LI often have a limited emotional vocabulary and cannot adequately
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express their feelings in words. Importantly, Anna may be finding an alternate expressive 
outlet in her visual creativity.
As well as being a sign of significant mental health problems in young people, such 
as depression, poor social discourse skills can also be an indication of long-term LI. Problems 
with pragmatic, social aspects of language during adolescence, such as the use of appropriate 
facial expressions, following conversational rules, and adjusting to different talking styles, are 
known to affect peer relationships (Brent, Gough, & Robinson, 2001), and warrant the 
inclusion of a comprehensive language skills assessment as a part of the overall differential 
diagnostic process (Speech Pathology Australia, 2010).
The role of secondary school teachers in the management of students 
with LI
Education professionals such as mainstream class and learning support teachers, as well as 
school counsellors and welfare officers, have an important role in the identification and 
management of students with LI. The key to effectively supporting young people with LI is 
inter-professional collaboration (Starling, Munro, Togher & Arciuli, in press). Referral to a 
speech pathologist should be a priority if a difficulty with receptive and/or expressive 
language is suspected. A speech pathologist assesses and treats children, adolescents and 
adults with communication disorders, including LI, and will conduct a comprehensive 
evaluation of the student’s language skills. There may be other education and health 
professionals involved as part of a team management approach, such as educational 
psychologists, specialist paediatricians, adolescent psychiatrists and occupational therapists. 
A comprehensive differential diagnostic process will consider the presence of primary and 
secondary issues such as mental health disorders, reading disorders, attention deficit disorders 
and pervasive developmental disorders such as high functioning autism.
In this collaborative context, educators play a crucial role. For example, class 
teachers can initiate the assessment process by having discussions with other school staff, by 
conducting background investigations, and by providing valuable observations of students’ 
academic and behavioural profiles to other professionals. A resource that secondary school-
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based professionals may find useful for guiding their observations is the “Language for 
Learning Checklist: Secondary level” (van Mourik & Roberts, 2003). As well, Larson and 
McKinley (1995) include a table of the characteristic problems experienced by secondary 
school students with language disorders (pp.78-79).
Collaborative management continues to be important if it is confirmed that a student 
has a LI. Classroom and learning support teachers can provide the speech pathologist with 
information on students’ language-based learning needs, such as curricular-specific 
vocabulary and current test and assignment requirements. Communication between teachers 
and speech pathologists ensures that an intervention has immediate academic relevance, while 
also providing opportunities for practice and generalisation of newly learnt language­
enhancing learning strategies.
Most importantly, there are many ways in which secondary school educators can 
directly support students with LI. The secondary classroom is a language-rich environment, 
where information is delivered in a highly auditory-verbal and print-laden manner (Brent, 
Gough & Robinson, 2002). Inclusive education concepts stress the need for schools to 
provide equal educational opportunities to all children, including those students who are at 
risk of educational disadvantage and marginalisation (United Nations Educational, Scientific 
and Cultural Organization, 1994). In a complementary manner, universal curriculum 
accessibility guidelines state that curriculum content should be presented in such a way that 
all students have the potential for success (NSW Department of Education & Training, 2003).
Secondary school students with LI are likely to be disadvantaged by the degree and 
complexity of the language presented in some classrooms. Making across-subject curricular 
content more accessible to students with LI has the potential to reduce the negative effects of 
disengagement and failure, by increasing the opportunities for academic engagement and 
achievement (Ehren, 2002). Curricular accessibility for students with LI can be achieved, for 
instance, 1) by reducing the complexity of teacher-generated texts such as worksheets and 
assignment instructions into more accessible language forms (Brent & Millgate-Smith, 2008);
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2) by providing direct vocabulary instruction for new curricular terminology (Beck,
McKeown, & Lucan, 2002); 3) by creating a range of visual planners, organisers and text 
deconstruction aids for ready reference (Gajira & Salvia, 1992; Malone & Mastropieri, 1991); 
4) by providing students with assistance in identifying appropriate key words for internet 
research tasks (Durkin et ah, 2009) and 5) by teaching students a range of mixed-learning- 
style memory, study and revision strategies (Ehren, 2002; Simon, 1998).
Addressing the wide-ranging impact of LI in adolescence
In summary, the interaction of oral and written language difficulties with environmental 
demands during adolescence can contribute to significant issues with personal, academic and 
psychosocial development. Positive achievements at school, the development of social 
competencies and a sense of belonging and connectedness with adults and peers are all known 
to be primary protective factors in the development of positive mental health and well-being 
during adolescence (Fuller, 2001). These factors, in combination with our current knowledge 
of a wide range of significant and long-term issues of personal development experienced by 
populations with LI, highlight the urgent need for increased support for adolescents with LI in 
the mainstream secondary school environment. By addressing these students’ language-based 
learning issues, we can work towards finding solutions for more wide-ranging adolescent 
issues such as social marginalisation, mental health problems and conduct disorders.
The key to the implementation of effective management programs that support whole 
populations of secondary school students with LI lies in dynamic inter-professional 
collaborations. Education professionals are encouraged to be proactive in increasing their 
knowledge and awareness of the nature, presentation and far-reaching impact of LI during 
adolescence. This in turn will increase the likelihood that these students will be identified, 
referred to relevant professional services such as speech pathology for assessment, differential 
diagnosis and intervention, and better supported through classroom-based management
initiatives.
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2.1.2. Disseminating information to speech-language pathologists. The second part of 
this chapter comprises a paper titled ‘Supporting secondary school students with language 
impairment’ (Starling, Munro, Togher, & Arciuli, 2011b). This peer-reviewed paper was 
published in the journal ACQuiring Knowledge in Speech, Language and Hearing (now the 
Journal o f Clinical Practice in Speech-Language Pathology), a major publication of the 
Speech Pathology Association of Australia. As such, the intended audience was SLPs 
providing services to adolescent clients with LI. The purpose of the paper was to provide 
SLPs with current developments in management approaches for supporting adolescents with 
LI. A range of strategy-based approaches was presented, as well as suggested approaches 
involving inter-professional collaborations and systems-wide advocacy.
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Supporting secondary school students with language
impairment.
Julia Starling, Natalie Munro, Leanne Togher and Joanne Arciuli 
ACQuiring Knowledge in Speech, Language and Hearing, 201 1: 13 (1), 145-158.
ABSTRACT
When language impairment (LI) persists into adolescence, speech pathologists are often 
challenged by how to best support this clinical population. Adolescents with LI require 
functional and sustainable services. This may necessitate creativity on behalf of the speech 
pathologist, and the adoption of a range of intervention approaches. This article provides an 
overview of strategy-based approaches that may be adopted by speech pathologists wanting to 
support adolescent clients’ oral and written language. Specific examples are provided, and a 
caseload management approach that involves inter-professional collaboration and consultancy 
is also discussed.
INTRODUCTION
The partnership between speech pathologists (SPs) and adolescent clients with language 
impairment (LI) can be as challenging as it is rewarding. Despite our awareness that there is a 
prevalence rate of up to 16% (McLeod & McKinnon, 2007), providing effective services to 
this clinical group can be hampered by a lack of adequate resources, client resistance and 
other service delivery constraints. Mental health literature informs us that positive 
achievements at school, the development of social competencies and a sense of belonging and 
connectedness with adults and peers are known to be primary protective factors in the 
development of positive mental health and well-being during adolescence (Fuller, 2001). 
However, young people with LI are known to be at risk for academic, social, emotional and 
behavioural problems (Law, Rush, Schoon, & Parsons, 2009). This highlights the need for
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high-level speech pathology support for adolescents with communication difficulty. As a 
clinical group, though, adolescents with LI continue to be significantly under-serviced 
(Hollands, van Kraayenoord, & McMahon, 2005).
Based on recent literature describing effective interventions for supporting secondary 
school students with LI, this paper will discuss how SPs can make informed decisions about 
client management approaches, in order to provide functional and sustainable services to their 
adolescent clients. Firstly we present an overview of the literature on strategy-based oral and 
written language interventions, with some examples of practical applications. This is 
followed by a discussion of case-management approaches involving inter-professional 
collaborations and consultations.
Strategy-based language interventions
From an intervention perspective, a strategy-based approach involves explicit guidance in 
planning and performing a task and evaluating that performance (Lenz, Ellis & Scanlon,
1996). Strategy-based interventions for supporting secondary school students with additional 
learning needs, including those with LI, have traditionally been described within the learning 
disabilities literature. We recently carried out a systematic review specifically identifying 
randomised controlled trials in the field of language support interventions for adolescents 
with spoken and/or written LI (Starling, Munro, & Togher, 2008). Only twenty studies 
meeting the review criteria were identified, out of approximately seven hundred published 
papers within the speech pathology and learning disabilities literature. However, despite a 
shortage of evidence-based research in this clinical field, there is a body of descriptive 
literature that provides SPs with additional and complementary information. While reviewing 
all of this empirical and descriptive literature is beyond the scope of the current paper, there is 
evident merit, due to the consistency of coverage across the combined bodies of literature, in 
the adoption of a strategy-based approach to supporting language deficits in adolescent
clients.
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The following section presents a general overview of the empirical and descriptive 
literature on strategy-based approaches, with a specific emphasis on supporting written 
language and vocabulary deficits in adolescent client populations. We suggest that these 
approaches could be utilised by SPs to guide individualised client management plans as well 
as to provide content for training approaches with secondary school teachers.
1. Supporting written language deficits
Written language is central to all aspects of secondary classroom learning, with secondary 
school students needing to show competence in both written expression and reading 
comprehension. Writing is the functional medium that students are most often expected to use 
in order to convey their ideas and knowledge. Adolescents with LI struggle with both the 
form and content of their written expression (Stothard, Snowling, Bishop, Chipchase & 
Kaplan, 1998).
To support deficits in written expression. Wong (1997) suggests the use of interactive 
verbal scaffolding and genre-specific visual organisational structures. The foci of three 
randomised controlled trials (RCTs) reported by Wong involved training secondary students 
with written language deficits in strategies that targeted planning, writing and revision across 
different genre-specific written compositions. Specific strategies reported included think- 
aloud planning, visual planners (graphic organisers) and editing conferences. Students who 
had received these written language supports showed significant improvements in the quality 
of their written compositions, including improved clarity and thematic salience. SPs may also 
like to consider the work of Schumaker and Deshler (2003). These authors describe a series of 
non-randomised controlled trials involving strategy-based instructional programs for sentence 
and paragraph writing, error monitoring, spell checking and theme writing. Though 
promising, these types of programs do require further empirical evaluation.
Another important aspect of written language in the secondary school environment is 
reading comprehension. It is known that adolescents with LI can present with on-going
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reading comprehension difficulties (Catts & Kamhi, 2004). Secondary students need to be 
able to interpret, analyse and act on the content of a wide range of printed texts such as text 
books, topic information sheets, worksheets, assignment instructions and test papers. The 
challenge for SPs working with these young people is how to target reading comprehension in 
a functional way, with the potential for newly learned strategies to be directly applicable to 
students’ academic needs. Strategy based interventions may offer some support for this.
There is evidence to support the use of summarisation techniques and visual 
organisation strategies for reading comprehension interventions at the secondary education 
level. For example, Gajira and Salvia (1992) used text summarisation strategies in an RCT 
involving mainstream secondary school students with language-based learning difficulties. 
Strategies cited included moving from micro- (facts and details) to macro- (“Big Picture”) 
structuring of texts, deletion of unnecessary information and the formulation of topic 
sentences. Similarly Malone and Mastropieri (1991) utilised text summarising strategies in an 
RCT, and found merit in the addition of a students’ self-monitoring component involving the 
use of a step-by-step visual checklist. Both of these papers report significant improvements in 
reading comprehension for students who received these types of strategy-based interventions.
Reading comprehension also involves understanding inferential and non-literal 
information. Secondary students with LI often have difficulties with the comprehension of 
inferred meaning in both oral and written language (Mastropieri, Scruggs, & Graetz, 2003). 
Strategies for explicit instruction on inferential written text comprehension were found to be 
effective in an RCT comparing two question-and-answer instructional approaches for 
supporting upper-primary students with poor reading comprehension abilities (Graham & 
Wong, 1993). Future research could look at adapting these strategies for use with secondary 
student populations, including those with LI, in order to address this gap in the literature.
Importantly, strategy-based interventions for written expression and reading 
comprehension provide opportunities for the adolescent client to learn personally and 
academically useful skills. The goal for this intervention approach is to facilitate the student's
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independent learning with strategies that can be generalised across academic disciplines and 
curriculum content.
2. Supporting vocabulary deficits
Adolescents with LI require vocabulary enrichment that has a functional and curriculum- 
specific purpose (Ehren, 2002). There is a continuous introduction of domain-specific 
academic vocabulary across the secondary school curriculum (Baumann & Graves, 2010). 
This creates a persistent challenge for adolescents with LI, as the amount and complexity of 
the unfamiliar vocabulary can interfere with their access to curricular information across 
subjects. To illustrate, Anderson and Nagy (1991) report that secondary school students 
encounter up to fifty-five previously unknown words in a typical thousand word text. It is of 
course, unrealistic to target all new words in a therapeutic intervention. However, education 
researchers have advised teachers that directly teaching students ten new words a week could 
make a significant contribution to all students’ language and literacy abilities (Beck, 
McKeown, & Lucan, 2002). This recommendation also provides useful guidance for SPs in 
their approach to addressing the vocabulary needs of secondary school students with LI.
To facilitate direct vocabulary instruction, Beck and colleagues (2002) have 
introduced the “three tier” organisational structure for prioritising vocabulary. Tier 1 words 
consist of basic, everyday words that rarely have to be taught directly, such as “fish” and 
“eat”. Tier 2 words are relatively high frequency words that are found across a variety of 
knowledge domains, such as “inhabitants” and “circular”. These are words that are “less 
likely to be learned independently” (Beck et al., p.9) but have an important role in the 
development of literacy. Tier 3 words have a low frequency use and are limited to specific 
knowledge domains, such as “photosynthesis” and “lachrymose”.
It is recommended that supportive interventions at the secondary education level 
should prioritise Tier 2 words (Beck et al., 2002). Vocabulary instruction at this level would 
then be directed at the words and terminology that teachers have identified as being of the
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highest importance for understanding newly introduced topics. SPs could utilise this approach 
to vocabulary instruction during professional collaborations with secondary school teachers.
In this way, the students with poor language skills will have increased opportunities to access 
across-subject curriculum content and improve their overall receptive and expressive 
language abilities. SPs can also draw teachers’ attention to the need for developing a students’ 
literate lexicon (Nippold, 2002). This involves the direct teaching of technical terminology, 
meta-linguistic and meta-cognitive vocabulary (such as instructional terminology, figures of 
speech and definition formulation) and the ability to use morphological deconstruction and 
contextual abstraction to infer word meanings from written texts.
Complementing direct vocabulary instruction, Marzano and Pickering (2006) suggest 
that the development of vocabulary knowledge operates along a continuum from no 
knowledge, through context-bound knowledge to, ultimately, a “rich knowledge” of a word. 
These authors outline a step-by-step program guiding students’ exposure to, and learning of, 
key vocabulary, to a point where students can demonstrate sound knowledge and use of the 
words in their oral and written expression. In combination, direct vocabulary instruction and 
vocabulary knowledge development provide SPs with practical guidance on the selection of 
relevant vocabulary for inclusion in interventions, as well as offering a structured framework 
to guide lexical instruction. Encouragingly, there are studies currently underway in the field 
of speech pathology that are demonstrating the effectiveness of direct vocabulary instruction 
for students with LI at the secondary education level (e.g., Joffe, 2006; Wilson, Nash & Earl, 
2010).
Strategy-based interventions can be used successfully for individual case 
management approaches, providing ideas which can also be shared with the parents and 
teachers who are providing additional support to the adolescent with LI. The following 
section discusses how SPs can support whole populations of adolescents with LI, through 
inter-professional collaborations and consultations.
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Collaborations and consultations 
Classroom collaborations.
There is growing support for SPs to take on collaborative and consultative roles as key 
aspects of managing caseloads of adolescents with LI (Ehren, 2002; Law et al., 2002). 
Providing more traditional one-on-one services for individual students both within and 
outside of mainstream secondary schools is often not a feasible option for SPs. Apart from 
time and resource challenges, there may be a disinclination to adopt traditional intervention 
approaches with secondary school students for such reasons as fear of peer group 
stigmatisation, client indifference, timetabling and funding constraints, or a perceived 
intractability of communication impairments in this population (Dohan & Schulz, 1998). As 
an alternate approach, cross-professional collaboration on an on-going basis is consistently 
identified as a critical feature of effective interagency service delivery by SPs (Gascoigne, 
2008).
Secondary school classrooms provide a language-rich environment for students’ 
learning. The concept of universal curriculum accessibility is based on the notion that 
curriculum content should be presented in such a way that all students have the potential for 
success (NSW Department of Education & Training, 2003). As previously suggested, 
secondary school students with LI are likely to be disadvantaged by the degree and 
complexity of the language presented in classrooms. Making across-subject curricular content 
more accessible to students with LI has the potential to reduce the negative effects of 
disengagement and failure for these students, thereby increasing the opportunities for their 
academic engagement and achievement.
Collaborations between teachers and SPs are reported to increase the exchange of 
ideas and mutual acknowledgement of expertise between the two professions, resulting in 
strong inter-professional relationships (Throneburg, Calvert, Sturm, Paramboukas, & Paul, 
2000). Secondary school teachers are the experts in acquiring and disseminating curricular 
information; they can provide topical information regarding curricular goals and content,
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ensuring an intervention has immediate academic relevance and providing opportunities for 
practice and generalisation. SPs, on the other hand, have expertise in the expression and 
reception of information through the use of language. They can provide specific information 
regarding students’ communication and learning support needs, as well as training in general 
language skills strategies and accommodations that are applicable to whole class teaching, 
across different teaching approaches, academic levels and subject content. This inclusive 
approach to supporting secondary school students with LI has particular value in situations 
where secondary teachers are challenged in finding the extra time needed to support students 
individually.
There are many language modifications and accommodations that SPs can include in 
their collaborations with secondary teachers. Examples are: reducing the complexity of 
teacher-generated texts such as assignment instructions into more accessible language forms; 
the creation of a range of visual planners, organisers and text deconstruction aids for ready 
reference; assisting students with identifying appropriate key words for internet research 
tasks; and the development of memory and active study and revision strategies (Simon,
1998). For further information about these types of language modifications, accommodations 
and strategy-based approaches, readers are referred to Brent and Millgate-Smith (2008),
Brent, Gough and Robinson (2001 ), Larson and McKinley (2003), and Tattershall (2002), 
who have collectively provided comprehensive descriptive overviews of secondary 
curriculum-based SP interventions.
Inter-professional consultancy
Due to the impact of LI on adolescents’ social, behavioural and emotional states, SPs may 
need to consult with other professionals and services within, or associated with, the secondary 
school environment. These may be welfare teachers, adolescent counsellors, behaviour 
support teams, social services and juvenile justice organisations. Intervention approaches can 
include information sessions for professional groups, as well as the development of 
awareness-raising resources. For example, there are recent resource developments in the
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United Kingdom that focus on raising the awareness of education and mental health 
professionals in the identification and impact of LI during adolescence (AFASIC Scotland, 
2007; Joffe, 2010; The Communication Trust, 2009). In addition, SPs can refer to a suite of 
resources developed to inform those working with young people with communication needs 
in the youth justice system (The Communication Trust, 2010). All of these resources are 
available on-line, as cited in the references. As well as identifying the population of 
adolescents with LI, these resources provide valuable guidance on ways to accommodate their 
communication needs. Examples include simplifying complex language, speaking more 
slowly with repetition and rephrasing, and providing alerts for the need to process and retain 
important information (The Communication Trust, 2010).
Another consultative approach for SPs could be assisting in the development and/or 
modification of health and education resources that are produced for adolescent populations. 
For example, SPs can provide suggestions about how to modify information presented via 
websites and leaflets, such as the increased use of graphics and headings, audio clips to 
supplement written text and the simplification of language and definitions of complex 
terminology. In this way important resources such as mental health information leaflets can 
be made more accessible to young people with LI. Other types of language modifications can 
also be offered for group and individual program materials, such as breaking down 
instructions, and the increased use of demonstrations and “hands-on” interactive activities.
Such initiatives directly address the information processing needs of many young 
people with language and literacy difficulties and how they access resources across education, 
health, mental health and social service contexts. These types of communication 
accommodations will also increase the possibility that these young people will engage with 
essential services and programs, such as mental health and vocational counselling.
Meeting the challenge
In summary, adolescents with LI are significantly at risk of having negative and challenging 
life experiences. As part of a professional duty of care to this clinical population, SPs need to
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provide supports and services across a range of contexts. However there are many obstacles 
to effective service delivery, thereby necessitating creativity and flexibility in clinical 
approaches. This paper has described some of the ways in which SPs can provide proactive, 
functional and sustainable services to adolescent clients. These include approaches 
incorporating strategy-based interventions for supporting adolescents with LI on an individual 
client basis, as well as whole population approaches through inter-professional collaborations 
and consultations.
There is an evident need for further intervention research in all aspects of service 
delivery addressing the clinical needs of this population. To provide evidence to support 
professional collaborations between SPs and secondary school teachers as a best-practice 
model of service delivery, an RCT is currently underway at the University of Sydney 
(Starling, Munro, Togher, & Arciuli, 2010). The trialled intervention, the Language in 
Classrooms (LINCS) Program, provides coaching and information dissemination to 
mainstream secondary school teachers by SPs, in the use of a range of classroom-based 
language modification and accommodation techniques. The aim of the program is to create a 
more “language-accessible” environment in secondary school classrooms, in so doing 
ensuring that students with LI are actively supported by their classroom teachers across 
subjects and grades. Results to date are encouraging (Starling et ah, 2010). It is hoped that 
further evidence-based research will continue to improve the prospective outcomes of young 
people with LI.
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CHAPTER 3
THE RANDOMISED CONTROLLED TRIAL
3.1. Introduction
This chapter presents a randomised controlled trial (RCT) that is the central focus of 
the thesis. A peer-reviewed paper presenting the RCT has been accepted for publication in the 
international journal Language, Speech, and Hearing Services in Schools as part of a clinical 
forum on adolescent language disorders, planned for publication in 2012. The paper is 
included in this chapter (3.1.1.). Some supplemental data that was not included in that paper 
is also presented (3.1.2.).
3.1.1. Paper presenting the RCT: methodology, results and discussion.
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Training Secondary School Teachers in Instructional Language Modification Techniques to 
Support Adolescents with Language Impairment: A randomized controlled trial.
Julia Starling, Natalie Munro, Leanne Togher, Joanne Arciuli
Language, Speech, and Hearing Services in Schools, 2012; 43 (4), 474-495.
Abstract
Purpose: This study evaluated the efficacy of a collaborative intervention where a speech- 
language pathologist (SLP) trained mainstream secondary school teachers to make 
modifications to their oral and written instructional language. We evaluated the trained 
teachers' uptake of techniques in their whole-class teaching practices, and the impact this had 
on the language abilities of students with language impairment (LI).
Method: Two secondary schools were randomly assigned to either a trained or control 
condition. A cohort of 13 teachers (7 trained and 6 control) and 43 Year 8 students with LI 
(21 trained and 22 control) were tested at pre, post and follow-up times, teachers by 
structured interview and students by standardized spoken and written language assessments. 
Results: Significantly increased use of the language modification techniques by the trained 
teachers was observed when compared to the control group of untrained teachers, with this 
increased use maintained over time. Trained group student results showed a significant 
improvement in written expression and listening comprehension relative to the control group. 
Conclusion: This randomized controlled trial is one of the first investigations to evaluate a 
collaborative intervention that links changes in mainstream secondary teachers’ instructional 
language practices with improvements in the language abilities of adolescents with LI.
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The concept of inclusive education is gathering momentum internationally, driven by 
legislation and policy that highlights the need for schools to provide equal educational 
opportunities to all children, including those who are at risk for educational disadvantage and 
marginalization (United Nations Educational, Scientific and Cultural Organization, 1994; 
United States Department of Education, 2002). Inclusive education theory supports teachers 
in ensuring that all students, regardless of their learning needs, have equal opportunities for 
accessing the curriculum and for working to their academic potential (Horn & Banerjee,
2009; Shaddock, 2007). The removal of barriers to learning for young people with language 
and communication needs is a specific recommendation of a recent national review of speech- 
language pathology services (Bercow, 2008). Similarly, the Response to Intervention (RTI) 
model has been adopted by many school districts in the United States to provide support to 
students with additional learning needs (Fuchs. Mock, Morgan, & Young, 2003). Following 
this tiered intervention model, high quality core instruction to support students with diverse 
learning needs in mainstream classes is identified as high priority at the primary intervention 
level (National Centre on Response to Intervention, 2011).
In this climate of inclusive education policy, however, teachers often report feeling 
under-supported in professional development on how to adapt their instructional practices to 
accommodate students with additional learning needs, including those with language 
impairment (LI) (Dockrell & Lindsay, 2001; Forlin, 2001 ; Pearce & Forlin, 2005). LI, a 
difficulty with the understanding and/or use of language in both oral and written domains 
(Leonard, 1991), has a prevalence rate of between 7 and 16% (McLeod & McKinnon, 2007; 
Tomblin. Records, Buckwalter, Zhang, Smith, & O'Brien, 1997) and a high persistence rate 
into adolescence (Clegg, Hollis, Mawhood, & Rutter, 2005; Johnson et al., 1999; Stothard, 
Snowling, Bishop, Chipchase, & Kaplan, 1998). Poor academic progress and disengagement 
in learning experienced by adolescents with LI (Dockrell & Lindsay, 2007) are risk factors
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for social, emotional, and behavioral problems (Clegg, Stackhouse, Finch, Murphy, & 
Nicholls, 2009; Durkin & Conti-Ramsden, 2010; Law, Rush, Schoon, & Parsons, 2009; Snow 
& Powell, 2004). These findings highlight the need to be proactive in supporting secondary 
school students with LI. Despite the identification of support needs, there is a significant gap 
in applicable evidence-based practice (Ebbels, van der Lely, & Dockrell, 2007; Nippold, 
2010). Cirrin and Gillam (2008), in their systematic review of the literature on evidence- 
based studies of children and adolescents with disorders of spoken language, reported that 
only two out of a total of 21 studies reviewed involved secondary school-aged populations.
The current study was designed to address this gap in communication disorder 
research in the field of adolescent LI, and to meet the challenge of providing effective and 
collaborative speech-language pathology service delivery at the secondary school level. We 
present the findings of a randomized controlled trial (RCT) of a training-based collaboration 
between a speech-language pathologist (SLP) and a group of mainstream secondary school 
teachers. In this program the SLP trained the teachers, over a period of ten weeks, in the use 
of a set of instructional language modification techniques. We define “instructional language” 
as teachers’ oral and written language used in the classroom to instruct their students 
(Cazden, 2001), and “modification techniques” as strategies that facilitate a change in 
individuals’ behaviors or practices (Kazdin, 2001). Applying these terms to the program 
evaluated in this study, the intervention aimed to effect a change in the language-based 
instructional practices of mainstream secondary school teachers, thereby creating a more 
supportive learning environment for students with LI in their classes.
The Language Environment of Secondary School Classrooms
Language forms the basis of secondary school teachers’ instructional teaching 
practices (Baumann & Graves, 2010). Teachers use oral and written language to provide 
instruction, to present and analyze language and literary features, to instruct in classroom 
procedures and to convey curriculum content (Nelson, 1989). An increased emphasis by 
teachers on written language occurs during secondary education, for example in their use of 
subject textbooks, and in their production of information, work, and assignment resources
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(Whitmire, 2000). There is also an increased expectation for students to present their 
understanding of new knowledge through written work, for example in their production of a 
range of writing genres and in written responses for assignments, tests, and exams (Kiuhara, 
Graham, & Hawken, 2009; Larson & McKinley, 1995). Secondary school teachers across all 
subject areas regularly introduce specific vocabulary items and terminologies for each new 
curricular topic. Such vocabulary is often new and unfamiliar, and must be processed and 
retained by students so that they can develop and demonstrate at least a rudimentary 
knowledge of each topic (Beck, McKeown, & Lucan, 2002).
The oral and written language used by teachers in mainstream secondary classrooms 
can be complex, creating barriers to learning for students with LI (Larson & McKinley, 1995; 
Montgomery & Levine, 1995; Norris, 1997). In her reference to the complexities of 
instructional language within upper primary and secondary school classrooms, Simon (1998) 
stated, ‘School language consists of a barrage of new information presented at a rapid rate in 
unfamiliar vocabulary and language structure’ (p. 259). Children and adolescents with LI are 
known to have persistent difficulty with oral and written language comprehension (Bishop & 
Snowling, 2004), oral expression (Wetherell, Botting, & Conti-Ramsden, 2007), written 
expression (Culatta, Blank, & Black, 2010; Dockrell, Lindsay, & Connelly, 2009), new word 
learning (Nash & Donaldson, 2005), and short-term and working memory (Archibald & 
Gathercole, 2006; Leonard et al., 2007). Language difficulties on the part of the adolescent, in 
combination with teachers’ use of complex language, could make general learning tasks such 
as processing, retaining and applying new information challenging for students with LI. 
Facing these obstacles on a regular basis may contribute to associated problems such as poor 
academic progress and the potential for disengagement in the learning process (Larson & 
McKinley, 1995).
In addition to explicit academic expectations that students will learn and demonstrate 
their understanding of large amounts of curriculum content, secondary school teachers also 
create a set of behavioral expectations. This has been previously described as the “hidden 
curriculum” (Hoover & Patton, 1997, following Jackson, 1968), and refers to implicit
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behavioral and academic conformities required of the students by different teachers. For 
secondary school students these include expectations to attend consistently to information 
presented orally and in written form, to ask and answer questions verbally, to copy efficiently 
from the board and write notes, and to contribute verbally to whole class and small group 
discussions (Larson & McKinley, 1995; Nelson, 1998).
Secondary school students with LI often experience additional and significant 
difficulty with meeting these behavioral expectations (Clegg et al., 2009). This may also 
contribute to the development of unhelpful acting-out or withdrawal behaviors (Starling, 
Munro, Togher & Arciuli, 2011). Such psycho-social issues, combined with long-term 
language difficulties, conspire to interfere with the academic progress of students with LI, 
compounding the many factors already causing them to fall behind their peers in language 
development and literacy-based learning (Brinton, Fujiki & Baldridge, 2010; Law et al., 
2009). Of additional concern is the knowledge that these students’ negative behaviors may be 
misinterpreted and that the underlying LI can remain un-identified and un-addressed (Clegg et 
al., 2009; Ripley & Yuill, 2005).
The Challenge of Supporting Secondary School Students with LI
Historically, SLPs have found it challenging to provide effective supports for 
caseloads of students with LI during adolescence, when service provision can be limited 
compared to that for younger populations with LI (Dockrell, Lindsay, Letchford, & Mackie, 
2006; Hollands, van Kraayenoord, & McMahon, 2005; Law et al., 2000). There are many 
service delivery issues existing within the secondary school setting itself. For example, even 
though class withdrawal for individual or group therapy sessions can be effective (e.g. Ehren, 
2002), the secondary school timetable is complex and creates difficulties for scheduling 
additional activities (Dohan & Schulz, 1998). Therapy progress can be restricted by having 
few opportunities for the direct application of therapy goals, due, for example, to a lack of 
time for SLPs to conduct a sustained and consistent integrated service delivery (Gordon 
Pershey & Rapking, 2002), and for mainstream teachers to commit to supporting students 
individually (Larson & McKinley 2003a; Prelock, 2000). In addition, missed class work can
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have a negative impact on the academic progress of students with additional learning needs. 
This may exacerbate an existing problem where secondary school students with LI are 
already delayed in their academic progress (Bercow, 2008; Smart, Prior, Sanson, & 
Oberklaid, 2005; Stothard et a l 1998).
An alternative model of service delivery could be through the provision of inclusive, 
classroom-based support. The secondary level academic environment creates particular 
challenges for the effective provision of inclusive education for students with additional 
learning needs, including LI (Shaddock, 2007). For example, mainstream secondary school 
teachers are pressured to cover curriculum content for groups of students with diverse 
learning abilities and needs. However, teachers are reported to have little to no training in the 
awareness and potential impact of learning disabilities, as well as little to no training in 
teaching approaches that address these students’ additional learning needs (Forlin, 2001; 
Pearce & Forlin, 2005).
Encouraging findings on the benefits of teachers’ professional development can be 
found in recent general education literature. For example, in a large-scale synthesis of 
evidence-based professional development research, Guskey and Yoon (2009) concluded that 
sustained, rather than one-off, and site-based professional development activities for teachers 
presented by experts in the relevant field resulted in the most positive effects on student 
outcomes. It has also been suggested that professional development for teachers should target 
three major goals to be effective: ‘Change in the classroom practice of teachers, change in 
their attitudes and beliefs, and change in the learning outcomes of their students’ (Guskey, 
2002, p.383).
Building on these suggestions for fundamental approaches to general student support, 
we turn to the literature on best practice approaches for whole-class support of students with 
learning disabilities. Vaughn, Gersten, and Chard (2000), in their review of evidence-based 
studies in this field, identified some common principles of effective classroom teaching 
practices. These included making instruction visible and explicit, for example by teaching the 
steps of the writing process and frameworks for different writing genres (Gersten & Baker,
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2001); moderating task difficulty by, for example, monitoring the order and sequence of 
presentation of curriculum content (Keogh, 1982); and by the explicit teaching of procedural 
facilitators and strategies to assist students with planning and executing their work (Harris & 
Pressley, 1991).
Teachers’ inclusive support of students with additional learning needs through the use 
of direct vocabulary instruction has also received attention (Beck et ah, 2002; Bos & Anders, 
1990; Graves, 2000; Joffe, 2006; Mastropieri, Scruggs, & Mushinski Fulk, 1990; Throneburg, 
Calvert, Sturm, Paramboukas, & Paul, 2000; Wilson, Nash, & Earl, 2010). Highlighted is the 
effectiveness of targeting essential curriculum vocabulary for content mastery and teaching 
explicit strategies for independent word learning. In summary, there is evidence to support 
mainstream teachers’ increased use of instructional language modification techniques for 
students with learning disabilities, but to date this has yet to be systematically examined for 
students with LI.
Caseload management in the secondary school context also involves deciding on the 
most efficacious model of service delivery, and SLPs could consider adopting a systems- 
based approach. Paul (2007) refers to the Systems Model where the interactive environment is 
the focus of change, and where taking a systems-based perspective ‘....means that we do not 
assume that all of the communication problems are “in” the child but, rather, are in the 
relationship between the communication partners’ (Paul, 2007, p. 12). This conceptual 
approach underlines recommendations to support whole populations of adolescents with 
additional learning needs, including LI, within their learning environment, through 
interdisciplinary collaborations and integrated service delivery opportunities (American 
Speech-Language-Hearing Association, 1991; Law et al., 2002; Shaddock, 2007). Moreover, 
collaborations between SLPs and teachers are reported to facilitate a useful exchange of ideas 
and expertise that have resulted in the improvement of language skills in students with LI 
(Throneburg et al., 2000). The need to situate interventions within the classroom has been 
advocated (Gordon Pershey & Rapking, 2002) with some authors recommending a specific
Training secondary teachers 102
emphasis on modifying teaching and learning contexts to support the needs of students with 
LI (e.g. Dockrell, Lindsay, & Palikara, 2011).
The RCT presented in this article builds on a pilot study carried out in Sydney, 
Australia. The pilot was developed and implemented at a secondary school in response to a 
request for sustained mainstream teacher professional development that would impact whole 
populations of secondary students with LI who were attending the school. The first author 
provided 10 weeks of training to 13 teachers who taught students in Years 7, 8, and 9 (which 
are equivalent to Grades 7, 8 and 9 in the US). The pilot was evaluated by teacher 
questionnaire at mid and end points of the program. All teachers provided positive and useful 
feedback about aspects of the program, such as raising teachers’ awareness of the nature and 
impact of LI in secondary student populations, and the benefits of working collaboratively 
with an SLP. Nine teachers reported that they had observed students with LI benefiting from 
the language modifications made to teaching materials, for example by these students 
becoming more engaged in classroom activities (Starling, 2007). The constructive teacher 
feedback from the pilot study was encouraging, and provided the impetus for a more robust 
evaluation of the intervention.
The Current Study
The current study set out to evaluate the hypothesis that, by facilitating changes to 
mainstream secondary school teachers' oral and written instructional language by means of a 
sustained on-site training program, SLPs can provide effective support to whole populations 
of adolescents with LI. Indeed SLPs' training of secondary school teachers in instructional 
language modification techniques is a frequently recommended approach to collaborative 
intervention (Ehren, 2002; Nippold, 2010; Norris, 1997; Prelock, 1997; Simon, 1998). 
However, to the authors' knowledge, the efficacy of this approach has not previously been 
examined. It is not yet clear whether mainstream secondary school teachers will find value in 
adopting instructional language modification techniques and incorporating them into their 
regular teaching practices to support students with LI in their classes. Neither is it clear 
whether teachers trained in these techniques will sustain their use of the techniques without
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continued support from an SLP. Also it is not known whether teachers’ changes in their 
language-based whole-class teaching practices will have a significantly positive impact on the 
oral and written language abilities of students with LI in their classes.
A priority for the current study was to observe, and measure, the degree to which 
teachers would take up and adopt innovative techniques presented to them in the training 
program. For this purpose we turned to the Concerns-Based Adoption Model (CBAM; Hord, 
Rutherford, Huling-Austin, & Hall, 2006). This instrument provides a conceptual framework 
for measuring the process of change when learners (such as teachers) are asked to adopt and 
implement new ideas within their teaching practices. The CBAM has undergone rigorous 
validation (Hord et al., 2006), and has been used to evaluate a range of teacher professional 
development innovations including the use of computer technology as an instructional tool 
(Gershner & Snider, 1999; Newhouse, 2001; Schiller, 2003), the implementation of a new 
curriculum (Christou, Eliophotou-Menon, & Philippou, 2004) and pre-service teacher training 
programs (Ward, West, & Isaak, 2002). The Levels of Use (LoU; Hall, Dirksen & George, 
2006) is one of three diagnostic tools that form the CBAM and was selected for this study to 
measure the participating teachers’ change in levels of use of the instructional language 
modification techniques, before training, immediately after the training and then one school 
term with no further training.
The RCT sought to address the following research questions:
1. Do mainstream secondary school teachers trained in the use of instructional language 
modification techniques by an SLP demonstrate the use of these techniques in their classroom 
teaching practices, in comparison to a control group of teachers who have not been trained?
2. Can trained teachers’ use of instructional language modification techniques be sustained 
over a period of time, in the absence of further direct support from the SLP?
3. Do secondary school students with LI, taught by teachers who are using the instructional 
language modification techniques, demonstrate significant improvements in their oral and 
written language ability, in comparison to a control group of students with LI whose teachers
have not received the training?
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4. If improvements in the students’ oral and written language skills are observed pre- post 
teacher training, are these improvements maintained after a period of time when their trained 
teachers have no further support from the trainer (the SLP)?
We predicted that the teachers would take up and maintain their use of language 
modification techniques, when trained by an SLP in a sustained, interactive and 
professionally collaborative approach. We were more cautious about our predictions for 
improvement in the students’ oral and written language abilities. Adolescent LI is entrenched 
by nature, and is known to persist in the long term (Clegg et al., 2005; Law et al., 2009) even 
when supported over time with regular language therapy (Durkin & Conti-Ramsden, 2010).
The impact on students with LI of an intervention targeting changes to the language of 
instruction in secondary teachers’ whole-class teaching practices is not known. Our 
hypothesis was that, by directly training teachers in instructional language modification 
techniques for use in the students’ naturalistic language environment, these changes could 
have a positive impact on the oral and written language abilities of the students with LI in the 
teachers’ classes.
Method
Design
The study design is a randomized controlled trial using area sampling (Portnoy & 
Watkins, 2009), with blinding of assessors and raters. We approached a government schools’ 
administrator, independent of the current study, who located a group of demographically 
similar secondary schools in metropolitan Sydney, Australia. A short-list of schools was 
identified by the administrator and two secondary schools agreed to participate in the study.
A concealed randomization process occurred following the identification of a cohort 
of teacher and student participants across the two schools. Whole schools were randomly 
assigned to the treatment or control condition by means of sealed envelopes chosen by a 
person independent of the study. The treatment condition school received a school term of 
training while the control condition school was placed in a wait condition, and received the 
treatment (i.e. the training program) after a wait period of a school term. The primary cohort
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of participants across the two schools included 13 mainstream secondary school teachers, and 
the secondary cohort of participants included 43 Year 8 students identified with LI. These 
students attended classes taught by the participating teachers.
The intervention was administered to the group of teachers at the treatment-condition 
school over the period of a whole school term (ten weeks). Following the post-training tests, 
the intervention was administered to the cohort of teachers at the wait-condition school. 
Throughout this paper, the cohort of teachers attending the treatment-condition school will be 
referred to as the “trained group”, and those attending the wait-condition school will be 
referred to as the “control group”. The first author, an experienced and certified SLP, 
administered the training program. All assessments, scorings and ratings were carried out by 
research assistants blinded to the nature of the intervention, the trained/control condition of 
the cohorts and the test phases of the study. Intention to treat analysis was used in this study.
The trained group of teachers and students were assessed at three phases of the study: 
pre/testing time 1, post/testing time 2 and follow-up post/testing time 3. Due to their delayed 
treatment condition, the control group of teachers and students participated in two pre­
training testing phases of the study (delayed pre/testing time 1 and pre/testing time 2), and 
were again assessed at post/testing time 3 and follow-up post/testing time 4. There was a 
period of approximately 12 weeks between each phase of testing, representing a two-week 
school holiday plus one ten-week school term. Table 1 summarizes the training and testing
timetable.
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Table 1
Time-line o f study
Testing 
Time 1
Testing 
Time 2
Testing 
Time 3
Testing 
Time 4
Trained Pre Training Post No Follow-up
Group training
Control Delayed No Pre Training Post No Follow-
Group pre training training up
Participants
Ethical approval was obtained from the University of Sydney (ref. 03-2007/9924) and 
permission to conduct a research study in schools was obtained from the New South Wales 
(NSW) Department of Education and Training (SERAP # 2007036). Two large, urban, co­
educational government secondary schools in metropolitan Sydney, Australia, were recruited 
for the study. Approximately 85% of the total student population at both schools was from 
culturally diverse backgrounds, with English as their primary language. The students attended 
the second year of secondary education, Year 8, which is the equivalent of Middle School 
Grade 8 in the US.
Teacher participants. Following the identification of the cohort of Year 8 students 
with LI, all teachers at both schools who had at least one student in one of their regular 
classes were invited by the school executive to participate in the study. Seventeen teachers 
originally agreed to participate; however four withdrew before the study commenced due to 
personal reasons. Thus there were a total of 13 teacher participants in the final cohort, seven 
teachers in the trained group and six in the control group. These teachers were from a range of 
teaching disciplines: Math, History/Geography, Visual Arts, Personal Development, Health, 
and Physical Education (PDHPE), English, Science, and Agriculture. None of the teachers 
were participating in other professional development programs on language and literacy
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during their participation in this study. A summary of the teachers' demographic profiles is 
presented in Table 2.
Table 2
Teacher demographics
Trained Group
(n=7)
Control Group 
(n=6)
Years of teaching
1 -3 years 2 0
4-6 years 2 1
7-9 years 1 0
10-20 years 2 1
20+ years 0 4
Highest qualification
Diploma/Certificate 3 2
BA 4 4
Course in learning difficulties
None 5 3
Diploma in Special Education 0 1
Stand-alone course 2 2
Age range
20-29 3 1
30-39 2 1
40-49 1 4
50-60 1 0
Gender lm/6f 0m/6f
Student participants. Teaching staff at the two schools were asked to identify a 
cohort of Year 8 students with known or suspected LI, according to standard exclusion
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criteria including the absence of sensory deficits or developmental disabilities (Tomblin, 
Zhang, Buckwalter, & O'Brien, 2003). Since both schools had a high percentage of students 
from culturally diverse backgrounds, students were excluded from the study if they were 
assessed by the schools as being either first or second phase English as a Second Language 
(ESL) learners (NSW Department of Education and Training, 2004). Sixty-six students were 
identified across the two schools, representing 16.5% (34/206) of the Year 8 students in one 
school, and 17% (32/185) in the other. Consent was sought from the students' parents for 
inclusion in the study, as a result of which 47 of the 66 identified students were screened (22 
at one school, 25 at the other). One identified student was expelled from school just as the 
screening program started.
Verbal language screening consisted of five subtests of the Comprehensive 
Assessment of Spoken Language (CASL; Carrow-Woolfolk, 1999) to obtain a Core 
Language score. Nonverbal abilities were assessed using the Test of Nonverbal Intelligence-3 
(TONI-3; Brown, Sherbenou & Johnsen, 1982). The criterion for inclusion in the study was a 
core language score indicating LI, being either a Specific Language Impairment (SLI) or a 
Non-Specific Language Impairment (NLI). Consistent with previous literature, an SLI was 
defined as a verbal score of =/< Standard Score (SS) 85 i.e. at least 1 standard deviation (SD) 
below the norm, and a non-verbal score of=7> SS 85 (Plante, 1998; Stark & Tallal, 1981). An 
NLI was defined as a verbal score of =/< 1 SD below the norm and a non-verbal score 
between 1 and 2 SDs below the norm (SS 70-85) (Tomblin et al., 2003). The NLI non-verbal 
cut-off was based on the diagnostic criterion for intellectual and developmental disability as 
stated in the Diagnostic and Statistical Manual of Mental Disorders, 4th Edition-Text Revision 
(DSM-IV-TR), being a non-verbal IQ standard score of below 70 (American Psychiatric 
Association, 2000).
Of the 47 students screened, 43 met the criteria of an LI, comprising 21(17 males: 4 
females) in the trained school group and 22 (16 males: 6 females) in the control school group. 
Interestingly, the male to female ratio of adolescents with LI identified in this study (3.3m:
If) reflects the findings of other larger scale prevalence studies. For example, a follow-up
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study at ages 16-17 of Bishop and Edmundson’s (1987) initial cohort of preschool children 
identified with speech-language impairment reported a 3m: If ratio of adolescents with 
persistent LI (Snowling, Adams, Bishop, & Stothard, 2001). Similarly the Manchester 
Language Study (Conti-Ramsden & Botting, 1999) reported a 3.3m: If ratio for the initial 
cohort of 242 7 and 8 year olds with LI.
There were no significant differences between the groups in terms of age (trained 
school student age range (in months) 155-168, mean age = 158; control group age range 151- 
171, mean age = 160 months; p = .246). The students’ ethnic backgrounds were as follows: 
Caucasian (trained school: 5, control school: 4); Asian (trained school: 12, control school: 
15); African (trained school: 3, control school: 2); and Arabic (trained school: 1, control 
school: 1). As previously identified in the LI inclusion/exclusion criteria, all student 
participants were proficient English speakers.
Table 3 presents the screening test results of the trained and control student groups. 
There were no significant differences between the groups’ verbal and non-verbal screening 
test standard scores. There were no regular SLP services available at either school, and none 
of the participating students was accessing SLP services in the private sector.
Table 3
Screening test standard scores (mean and standard deviation) o f Year 8 student participants
Screening Test 
standard score
Trained school 
n=21
Control school 
n=22
t- value p-value
CASL
Core Language 73.6 (9.6) 74 (9.5) -.329 .744
Score
TONI-3 93.5(10.7) 99.6(14.9) -1.431 .160
Note: CASL; Carrow-Woolfolk, E. (1999). Comprehensive Assessment of Spoken Language 
Circle Pines, MN: American Guidance Service, Inc. TONI-3; Brown, L., Sherbenou, R. J., & 
Johnsen, S.K. (1997). Test of Nonverbal Intelligence, Third Edition (TONI-3). Austin, TX: 
Pro-Ed.
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Participant flow. All seven trained group and six control group teachers participated 
in all phases of the study. For the 21 trained group students, all 21 were retested at post, and 
one student was absent for the follow-up tests (n=20). For the control group students (n=22), 
retention rates were similarly good, with all 22 students tested at the delayed pre and pre 
times, and one student absent for the post test (n=21 ).
The Program
Program content. The following summarizes the four types of instructional language 
modification techniques presented in the program:
• Teachers ’ written language. Examples included modifying the language used on a 
teacher-prepared worksheet by breaking down large amounts of information into 
smaller, visually distinct sections; adding graphics and visual icons; providing 
descriptions for instructional vocabulary; ensuring that questions were on the same 
page as the text for easier reference.
• Teachers ' oral language. Examples included ensuring instructions were explicit 
rather than inferred; allowing time for students’ processing and verbal responses; 
repetition and rephrasing of key information and instructions; teachers facing the 
class when delivering important information.
• Information processing. Examples included ensuring a whole-of-class involvement in 
the deconstruction of complex texts, for instance by creating a mind map on the board 
that summarized ‘‘discussed and agreed” key points and associated facts; providing a 
visual planner on the board, outlining the sequence of tasks to be covered during the 
lesson; involving the whole class in creating visual aids such as charts and posters to 
assist information processing and retention.
• Direct vocabulary instruction. Examples included prioritizing vocabulary when 
starting each new curricular topic, based on the three tier vocabulary system (Beck et 
al., 2002); embedding vocabulary in the students’ learning through activities such as 
creating visual symbols to assist with word meanings and retention; and conducting
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whole-class interactive morphemic analysis that included identifying root words, 
prefixes and suffixes for better understanding of unfamiliar vocabulary.
See Appendices A and B for some examples of techniques used for modifying teachers’ 
instructional language, taken from the program implementation.
Program delivery. The training program was delivered by means of individual or 
small group interactive meetings between the SLP and the teachers. The meetings occurred 
on-site (at the school), during a 50-minute out-of-class period, once a week for the duration of 
a school term (ten meetings). When necessary, teachers were provided with a substitute 
teacher so they could have class release time. In addition, the SLP attended a minimum of 
three lessons per teacher to observe the teachers’ use and application of trained techniques in 
situ.
The meetings served various purposes, including the introduction, explanation and 
modeling of the oral and written instructional language modification techniques, and 
discussion of ideas for the application of these techniques to general classroom scenarios. The 
meetings were also used for follow-up discussion of issues arising from the implementation 
of the ideas observed by the SLP or reported by the teachers. At a later stage of the program, 
teachers were encouraged to generate their own ideas and modified resources without direct 
input from the SLP, and the application of these modifications would also be observed and 
discussed. The intention was that all teachers would reach a stage of independent initiation 
and application of instructional language modifications by the end of the training program.
Program fidelity. Program fidelity was addressed in the following ways. Firstly, at 
the start of the training program all participating teachers were provided with a program 
manual (Starling, 2008) that was used for all teachers participating in the training. This 
manual provided an overview of the program, including background rationale, and an outline 
of the training program including the four phases of the program (overview and planning, 
instruction, learning and application, and assessment). Hypothetical scenarios were provided 
for each instruction and learning phase. A meeting protocol as outlined in the manual was
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also used, to ensure consistency. The program contents (instructional language modification 
techniques) were presented in the manual, with examples of applications.
Secondly, observation of the teachers’ use of the trained techniques occurred at least 
three times per teacher over the course of the training program. Two rating forms were 
developed as an explicit protocol to guide and record the trainer’s observations and the 
teachers’ self-evaluations. The forms were adapted from Larson and McKinley’s pro-forma 
for the evaluation of teachers’ language (Larson & McKinley, 2003b, p. 447), one targeting 
teachers' spoken language, the other targeting teachers’ written language. The forms used a 
grid of eight areas evaluated on a five-point rating scale. An example of a spoken language 
evaluation was for “Volume of voice”, with the five rating points being on a scale from “Very 
quiet” to “Very loud”. An example of a written language evaluation was for “Use of visual 
aids to support written text”, with the five rating points being on a scale from “Minimal use” 
to “Highly used”.
The completed forms were used as the basis of discussion at the training meetings, so 
that comparisons could be made between the trainer’s observations and the teachers' self­
perceptions. These discussions facilitated the identification of teachers’ individual goals for 
developing instructional language modifications, and the subsequent monitoring of progress 
in meeting these specific goals. For example, a Science teacher identified, in consultation 
with the trainer, that her lessons were very disorganized, that she tended to talk at great length 
and that subsequently she did not cover the required curriculum content. The teacher was 
previously unaware of the challenge she was imposing on the students in her classes who had 
LI with associated auditory processing and retention difficulties. This teacher made two 
particular changes to her language-based instructional language practices; firstly she wrote a 
visual planner on the board at the start of each lesson, outlining the topics and activities that 
she planned to cover. This list would be referred to both by the teacher and by her students as 
the lesson progressed. Secondly, the trainer and the teacher worked collaboratively on 
developing a set of written resources covering curriculum content information handouts and 
worksheets that were then applied in the teacher’s whole-class teaching practices.
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Thirdly, modified written resources developed collaboratively by the SLP and 
teachers were collected over the course of the training. A randomly selected sample of 20 
such resources (at least two for each trained teacher) identified a 90% rate of use by the 
teachers in their classroom teaching practices, confirmed by teacher report or SLP 
observation. As well, all of the trained teachers were observed to self-generate and use at least 
ten language modification ideas in the classroom (at least one per teacher), by the end of the 
training program.
Lastly, to ensure that the direct vocabulary instruction component of the training 
program was being implemented, whole classes were given pre- and post-topic instruction 
vocabulary tests. Students were tested on their knowledge of ten curricular words identified 
and described by each teacher, in collaboration with the SLP, as being of the highest priority 
to the learning of a specific topic. Each description included one or two key words that were 
thought to be contextually appropriate and important for the students' demonstration of an 
understanding of the curricular word. For example, the History teacher chose mobility as an 
essential curricular word for the topic of Indigenous Peoples, with the description ‘Mobility is 
the ability to move freely from place to place and the key word being ‘move ’. Trained 
teachers gave the pre-instruction tests to all students in their Year 8 classes before the 
introduction of a new curricular topic; the post-instruction tests were administered to the same 
students at the completion of instruction in that topic. In most cases the post-instruction tests 
coincided with the completion of the ten-week training program. The use of the pre- and post 
vocabulary tests by all participating teachers reinforced the fidelity of the program.
Testing Tools and Procedures
Teachers’ use of instructional language modification techniques. As introduced 
earlier, the LoU tool (Hall et al., 2006), from the CBAM (Hord et al., 2006), was used to 
evaluate the teachers’ changes in their use of the program techniques over time. The LoU tool 
required a structured face-to-face interview. The interview was audio-recorded then 
transcribed and the teachers’ responses were coded according to their individual movement 
along a continuum of change, in relation to a set of seven distinct behavioral parameters.
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The LoU tool does not code non-use or use of an intervention as a discrete binary 
option. Instead, there are three levels of non-use: Level 0 (Non-use), Level I (Orientation), 
and Level II (Preparation), and five levels of use: Level III (Mechanical Use), Level IVA 
(Routine), Level IVB (Refinement), Level V (Integration) and Level VI (Renewal). The five 
user levels are sub-grouped as follows: Levels III, IVA and IVB being User: Self-Focused, 
and Levels V and VI being User: Impact-Focused. These eight levels are described in detail in
Table 4.
Table 4
The eight Levels of Use (LoU) of an Intervention (Hall, Dirksen & George, 2006)
LoU Level name Sub-category Description
0(0) Nonuse Non-Use State in which the user has little or no knowledge 
of the intervention, has no involvement with the 
intervention, and is doing nothing toward becoming 
involved.
1 (I) Orientation Non-Use State in which the user has acquired or is acquiring 
information about the intervention and/or has 
explored or is exploring its value orientation and its 
demands upon the user and the user system.
2(H) Preparation Non-Use State in which the user is preparing for the first use 
of the intervention.
3 (III) Mechanical User: Self- State in which the user focuses the most effort on
Use Focused the short-term, day-to-day use of the intervention 
with little time for reflection. Changes in use are 
made more to meet user needs than client needs. 
The user is primarily engaged in a stepwise attempt 
to master the tasks required to use the intervention,
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often resulting in disjointed and superficial use.
4(1 VA) Routine User: Self- 
Focused
Use of the intervention is stabilized. Few if any 
changes are being made in on-going use. Little 
preparation or thought is being given to improving 
intervention use or its consequences.
5 (IVB) Refinement User: Self- 
Focused
State in which the user varies the use of the 
intervention to increase the impact on clients within 
immediate sphere of influence. Variations are 
based on knowledge of both short- and long-term 
consequences for clients
6 (V) Integration User: Impact 
Focused
State in which the user is combining own efforts to 
use the intervention with the related activities of 
colleagues to achieve a collective impact on clients 
within their common sphere of influence.
7 (VI) Renewal User: Impact 
Focused
State in which the user reevaluates the quality of 
the use of the intervention, seeks major 
modifications or alternatives to the present 
intervention to achieve increased impact on clients, 
examines new developments in the field, and 
explores new goals for self and the system.
Note: For column one, the original LoU numbering system is included in brackets. For data analysis 
and interpretation, the numbering of the levels is also shown. From Measuring Implementation in 
Schools: Levels o f Use (p.5), by G. E. Flail, D. J. Dirksen, and A. A. George, 2006, Austin, TX: 
Southwest Educational Development Laboratory (SEDL). Copyright 2006 by SEDL. Adapted with 
permission.
These levels of use therefore demonstrate a continuum of change from being a non­
user to a user of an intervention. Levels are measured in relation to seven behavioral 
parameters: Knowledge, Acquiring Information, Sharing, Assessing, Planning, Status 
Reporting and Performing. See Table 5 for descriptions of each parameter.
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Table 5
Behavioral parameters for the Loll.
LoU Category Description
Knowledge That which the user knows about characteristics of the intervention, 
how to use it, and consequences of its use.
Acquiring Solicits information about the intervention in a variety of ways,
Information including questioning resource persons, corresponding with resource 
agencies, reviewing printed materials and making visits.
Sharing Discusses the intervention with others. Shares plans, ideas, resources, 
outcomes and problems related to use of the intervention
Assessing Examines the potential or actual use of the intervention or some 
aspect of it. This can be a mental assessment or can involve actual 
collection and analysis of data.
Planning Designs and outlines short- and long-range steps to be taken during 
process of intervention adoption e.g. aligns resources, schedules and 
activities, and meets with others to organize and/or coordinate use if 
the intervention.
Status Reporting Describes personal stand at the present time in relation to use of the 
intervention.
Performing Carries out the actions and activities entailed in the operationalizing 
the intervention.
From Measuring Implementation in Schools: Levels of Use (Appendix E, pp. 79-81), by G. E. Hall, D. 
J. Dirksen, and A. A. George, 2006, Austin, TX: Southwest Educational Development Laboratory 
(SEDL). Copyright 2006 by SEDL. Adapted with permission.
In the context of this study, a teacher who was not using the techniques included in 
the training program was considered to be at the “Non-User” level. In contrast, a teacher who 
was in the process of learning and using the techniques in the classroom but not sharing ideas 
and resources with colleagues, was considered to be at a “User: Self-Focused” level. At a
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“User: Impact-Focused” level, teachers indicated active sharing of ideas and resources with 
others such as teaching colleagues and school administrators.
The structured interview was delivered by independent research assistants at all 
testing points in the study, for both the trained and control teacher groups. Teachers’ audio- 
recorded and transcribed responses were then coded by independent raters blinded to the 
nature and testing phases of the study. The interviewers were blinded to the specific contents 
and purpose of the program, the trained/control condition of the participants and the testing 
phases of the study. All research assistants had a professional qualification relevant to the 
study, such as speech-language pathology or teaching, and all received training in the 
interview protocol (Hall et al., 2006) by the principal researcher.
The LoU interview protocol uses the term “innovation” to describe a new program. In 
our study, the term “innovation” was replaced with the more familiar term “intervention”. To 
orientate the teachers to the intervention, research assistants qualified this term by adding the 
phrase “language modification techniques” at the start of the interview.
Research assistants adhered to the interview protocol by using a standard written 
script (Hall et al., 2006, Appendix A). This script is organized around a series of decision 
points that allow the interviewer to make decisions about which questions to ask. For 
example, if it was decided early in the interview that the interviewee was not aware of, or was 
not using, the intervention, the interview would follow a particular, and limited, pathway of 
questioning. However, if it was found that the interviewee was at a certain stage of using the 
intervention, then the interviewer would continue with appropriate questions to gain more in- 
depth information. At all levels of questioning, information was sought for each of the seven 
behavioral parameters.
The following are examples of questions that were asked as part of the interview 
protocol:
1. At an initial stage of the interview: “Are you using the ideas targeted in the intervention? ” 
‘'Are you currently looking for information about the intervention? ”
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2. Questions asked once it was ascertained that the interviewee was using the ideas introduced 
in the intervention: “Have you made any changes recently in how you use the intervention? ” 
‘'What do you see as the strengths and weaknesses o f the intervention in your situation? ”
“Do you ever talk with others about the intervention? ”
In this way, each teacher's levels of use could be quantified over the time of the 
study, according to a set of distinct behaviors. For example, a control group teacher who 
responded to the question ‘Have you made a decision to use the intervention in the futureT 
with ‘7 haven’t read it so I don't know how I can use it’ for the behavioral category of 
Planning, would be coded 0 (Non-Use). This indicates a level of non-use which aligns itself 
with the definition ‘Individuals...schedule no time and specify no steps for the study or use of 
the innovation (intervention)’ (Hall et al., 2006, Appendix E). In contrast, if a teacher 
responded ‘Definitely I'll use it (the intervention), actually I'll have a Year 7 learning 
difficulties class (next year), so I 'm definitely looking into adjusting my worksheets and work 
that I used this year\ this response would be coded at a Self-Focused level of use (I VB 
Refinement). In relation to the parameter Planning, this response is consistent with 
individuals who “Develop intermediate and long-range plans that anticipate possible and 
needed steps, resources and events designed to enhance client outcomes” (Hall et al., 2006, 
Appendix E). Similarly, in relation to Status Reporting, a question is asked: “Have you made 
any changes in how you’re using the intervention?” A teacher’s response such as “I made 
adjustments for everyone, and then I had further activities for those that finished faster, they 
had further challenges while I targeted those who couldn 7 do so much” would also be coded 
as a Self-Focused user level of IVB (Refinement). At this level, in relation to the parameter 
Status Reporting, a user ‘Reports varying use of the innovation (intervention) in order to 
change client outcomes’ (Hall et al., 2006, Appendix E).
Inter-rater reliability between blinded assessors and the first author for 25% of the 
LoU coded data, randomly selected, was 94%.
Student testing. To evaluate the potential impact of the teachers’ use of instructional 
language modification techniques on the cohort of students’ language-based learning abilities,
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four subtests of the Wechsler Individual Achievement Test-Second Edition, Australian 
Standardised Edition (WIAT-II; Wechsler, 2007) were used: Reading Comprehension,
Written Expression, Listening Comprehension and Oral Expression. This assessment tool was 
chosen due to its provision of a) subtests that assessed both oral and written language, b) 
Australian population normative data, c) Australian language adaptations and d) robust 
content validity in relation to Australian curriculum content (Wechsler, 2007).
For Reading Comprehension, students read a series of short and longer passages, and 
then verbally answered questions related to the texts. For Written Expression, students 
completed 1) a written word fluency task, 2) a sentence-writing task, and 3) an expository 
essay-writing task. Listening Comprehension involved receptive vocabulary, sentence 
comprehension and answering questions such as Tell me the word that means “to break loose 
or free”’, while Oral Expression involved an oral word fluency task, a visual passage retell, 
and giving oral directions for two procedures.
Students were tested, and the responses scored, by trained research assistants who 
were blinded to the nature, the trained/control condition and the testing phases of the study. 
Inter-rater reliability testing between the first research assistants and a second set of research 
assistants was carried out for a random sample of 25% of the tests, with 92% reliability. An 
additional set of reliability tests were carried out for two of the four subtests of the WIAT-II, 
Written Expression and Oral Expression, as these required more response interpretation than 
Reading Comprehension and Oral Comprehension. Inter-rater reliability for scoring Written 
Expression and Oral Expression subtests for 25% of randomly selected test data was 90%. 
Data Analysis
Teacher cohort. To evaluate the trained teachers relative to the control group of 
teachers, data were compared at time points relevant to when the trained teachers were first 
tested. This meant that the efficacy of the training was measured at pre- and post conditions 
for the trained group relative to the delayed pre- and pre- conditions of the control group. For 
ease of presentation, the results will be anchored to the terms ‘pre- (time 1) and post’ (time 2). 
Recall that the coded LOU teacher data could reflect the effects of professional development
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by an individual's movement along a continuum of change, that is from being a non-user of 
an intervention to being a self-focused user and, ultimately, to being an impact-focused user. 
The data as such could range from Level 0 (Non-use), Level 1 (Orientation), Level 11 
(Preparation), Level 111 (Mechanical Use), Level IVA (Routine), Level IVB (Refinement), 
Level V (Integration) and finally Level VI (Renewal), where Levels 0-11 indicate a non-user 
of an intervention, Levels III-IVB reflect a self-focused user of an intervention and Levels V 
and VI reflect an impact-focused user (Hall et al, 2006).
To account for the ordinal nature of this data we needed to change Level IVA 
(Routine) and Level IVB (Refinement). To do this we re-coded Level IVA (Routine) data as 
scores of 4 and Level IVB (Refinement) data as scores of 5. This meant that Level V 
(Integration) data were then changed to 6 and Level VI (Renewal) data to 7. Thus the range of 
levels of use for our analysis became a score from 0-7 (Non-User: Levels 0-2, User: Self- 
Focused: Levels 3-5, and User: Impact-Focused: Levels 6-7).
Inspection of the LoU data revealed that it was not normally distributed. As such, 
standard repeated measures ANOVAs using the raw LoU data were not pursued. Instead, we 
used aligned rank procedures for testing multivariate interactions. Such procedures are known 
to better control for Type 1 error rates for non-normal data (Beasley, 2002). To do this, LoU 
scores for each dependent variable were first ranked. To specifically investigate potential 
main effects of time and group, the ranks of the original scores were subjected to 2 X 2 
repeated measures ANOVAs. Then, to investigate possible interactions, aligned scores were 
calculated by subtracting the main effect means from each individual unranked score. This 
produced the aligned scores for each dependent variable that were then analyzed via 2 X 2 
repeated measures ANOVAs, ignoring the main effects and this time specifically looking for 
time by group interactions. Effect sizes are reported where partial r\2 values of 0.0099 refer to 
a small effect size, 0.0588 to a medium effect size, and 0.1379 to a large effect size 
(Richardson, 2011, Cohen, 1969).
For ease of presentation, the statistical output is reported but with median and 
interquartile ranges displayed. The data can thus be interpreted against the parameters of the
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LoU instrument, where teachers ranged from being non-users of the techniques to being self- 
and impact-focused users (i.e., with scores from 0-7). To answer whether trained teachers 
were able to sustain their use of the instructional language modification techniques over time 
without any further instructional support, separate Wilcoxon signed-ranks tests were 
conducted from post to follow-up testing conditions using the original data.
Student cohort. To evaluate the students whose teachers had received the training 
compared to those in the control group, data was compared at time points relevant to when 
the students from the trained school were first tested. This meant that the potential effects of 
the teacher training on the students’ written and oral language performance was measured at 
pre- and post conditions for the trained group relative to the delayed pre- and pre- conditions 
of the control group. Consistent with the teacher data, these results will continue to be 
anchored to the terms 'pre- (time 1) and post’ (time 2). The student data were normally 
distributed and analyzed by repeated measures ANOVA. Effect sizes benchmarks are 
reported as per the teacher cohort. To observe longer-term student outcomes once their 
teachers were trained, separate paired t-tests were conducted from post to follow up testing 
conditions.
Results
Teacher Outcomes
Pre- and post training. There are seven behavioral parameters within the LoU 
instrument. These are Knowledge, Acquiring Information, Sharing, Assessing, Planning,
Status Reporting and Performing. Table 6 presents the median, minimum, maximum and 
interquartile ranges of the seven parameters of the LoU pre- and post training for the trained 
teachers and the control condition teachers.
To interpret these data, a score from 0-7 reflects a group’s movement along a 
continuum from being a nonuser of an intervention (scores 0-2) to being a self-focused user 
(scores from 3-5) to being an impact-focused user (scores of 6 and 7). Table 6 reveals that 
across all the behavioral parameters on the LoU, the groups were equivalent in their nonuse of
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the intervention when interviewed before the trained group received training; that is neither 
group reported the use of language modification techniques in their regular teaching practices.
After training, the teachers showed increased scores that reflected being a user of the 
intervention. The median scores post training for the trained teachers indicated that the 
teachers were now self-focused users of the intervention (scores from 3-5) across 5 of the 
behavioral parameters, indicating routine use of the intervention (median score of 4 for LoU 
parameters; Knowledge, Acquiring Information, Assessing, Status Reporting, and 
Performing). Two parameters (Sharing and Planning) had a median score of 5 indicating 
refinement of the intervention.
Table 6
Descriptive results (median, minimum, maximum and interquartile range) of the seven 
behavioral parameters of the LoU pre and post training for the trained teachers versus the 
control condition teachers.
LOU Trained Trained Control teachers’ Control teachers'
Parameter teachers' teachers' pre scores post scores
pretraining posttraining
scores scores
Knowledge
Median 0 4 0 0
Min/Max 0-1 3-6 0 0-1
25-75% 0-1 4-5 0 0-.25
Acquiring
Information
Median 0 4 0 0
Min/Max 0-1 4-6 0 0-1
25-75% 0-1 4-5 0 0-1
Sharing
Median 0 5 0 0
Min/Max 0 4-6 0 0-1
25-75% 0 4-6 0 0-1
Assessing
Median 0 4 0 0
Min/Max 0-1 4-5 0-1 0-1
25-75% 0-1 4-5 0-1 0-1
Planning
Median 0 5 0 0
Min/Max 0 3-6 0 0-1
25-75% 0 4-5 0 0-1
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Status
Reporting
Median
Min/Max
25-75%
0
0-1
0
4
3- 6
4- 5
0
0
0
0
0-1
0-1
Performing
Median 0 4 0 0
Min/Max 0 3-5 0 0
25-75% 0 3-5 0 0
Note: Scores of 3 = Mechanical use of an intervention, 4 = Routine use, 5 ^Refinement, 
and 6 = Integration
Table 6 also identifies the range of scores post training as some teachers moved from 
being a non-user of the intervention to being an impact-focused user (i.e. having a score of 6 
across 5 of the behavioral parameters including Knowledge, Acquiring Information, Sharing, 
Planning and Status Reporting). Table 7 presents frequency data of the trained teachers’ 
levels of use post training. This identifies that out of the seven teachers, one teacher scored a 
6 for the following four parameters (Acquiring Information, Sharing, Planning and Status 
Reporting). One teacher scored a 6 for Knowledge and Sharing, while another teacher scored 
a 6 for Sharing.
Table 7
Frequency table of the trained teachers’ (N=7) posttraining scores across the LoU behavioral 
parameters.
LoU parameter
3 4
LoU score
5 6
Knowledge 1 3 2 1
Acquiring
Information
5 1 1
Sharing 2 2 3
Assessing 5 2
Planning 1 2 3 1
Status Reporting 1 3 2 1
Performing 2 2 3
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Significant main effects for time and group were observed for the following 
parameters: Knowledge, Sharing, Assessing, Planning, Status Reporting and Performing. 
These were qualified by significant time x group interactions: Knowledge (F (l,l 1) = 35.419, 
p = .0001, partial q2 = .763); Sharing (F (1,11)= 18.494, p = .001, partial r\2 = .627); 
Assessing (F (1,11) = 48.656, p = .0001, partial r\2 = .816); Planning (F (1,11) = 9.489, p =
.01, partial q2 = .463); Status Reporting (F (1,11) = 8.323, p = .02, partial r\2 = .431) and 
Performing (F (l,l 1) = 38.259, p = .0001, partial q2 = .777). With respect to the parameter 
Acquiring Information, a significant main effect was found for time (F (1,11) = 34.181, p = 
.0001, partial q2 = .757) and for group (F (1,11) = 26.274,/? = .0001, partial q2 = .705) but 
only a marginal time by group interaction was observed (F (1,11) = 3.999, p = .071, partial q2 
= .267).
Post- training to follow up. To investigate whether trained teachers were able to 
sustain their use of the instructional language modification techniques over time, Wilcoxon 
signed-ranks tests were conducted using the raw data from post to follow-up testing 
conditions for each LoU behavioral parameter. These revealed no significant differences 
between post and follow-up conditions for the trained teacher group on all behavioral 
parameters of the LOU instrument; Knowledge (follow-up median score = 4, interquartile 
range 4-5, Z = 7.500, asymptomatic (two tailed) = .1000); Acquiring Information, (follow-up 
median score = 4, interquartile range 4-4, Z = 1.500, asymptomatic (two tailed) = .414); 
Sharing (follow-up median score = 4, interquartile range 4-5, Z = < .001, asymptomatic (two 
tailed) = .059); Assessing, (follow-up median score = 4, interquartile range 4-5, Z = 1.500, 
asymptomatic (two tailed) = 1.000); Planning (follow-up median score = 4, interquartile 
range 4-5, Z = 1.500, asymptomatic (two tailed) = 1.000); Status Reporting (follow-up 
median score = 4, interquartile range 3-5, Z = 7.000, asymptomatic (two tailed) = .414) and 
Performing (follow-up median score = 4, interquartile range 3-5, Z = 7.500, asymptomatic
(two tailed) = 1.000).
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Figure I
Wechsler Individual Achievement Test, Second Edition, Australian Standardised Edition (Wechsler, 
2007) subtest results at pre and post for Year 8 students with language impairment in the trained school 
versus the control school, p values reported indicate time by group interaction.
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Student Outcomes
Pre- and post training. The students from the trained and control schools were 
tested at pre- and post training times on the W1AT-II subtests of Listening Comprehension, 
Written Expression, Reading Comprehension and Oral Expression. Figure 1 identifies 
standard scores for all four subtests of the students with LI whose teachers had (trained 
group) or had not (control group) received the training.
WIAT-II: Written Expression. A significant main effect was found for time (F (1,41) 
= 4.174, = .05, partial r|2 = .092) but not for group (F (1,41) = 3.05, p = .08, partial r\2 =
.069). There was a significant time by group interaction (F(l,41) = 11.338,/? = .002, partial 
r|2 = .217), where the students whose teachers had received the training significantly
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improved from pre- to post testing compared to those students whose teachers had not 
received the training.
WIAT-II: Listening Comprehension. A significant main effect was found for time 
(F (1,41) = 10.581,/? = .002, partial r|2 = .205) and a marginal effect was observed for group 
(F(l,41) = 3.517,/? = .068, partial r|2 = .079). This was qualified by a significant time by 
group interaction (T(l,41) = 4.859,/? = .033, partial q2 = .106). Consistent with the Written 
Expression results, the students taught by the trained teachers improved significantly from 
pre-post times, when compared to the control group of students.
WIAT-II: Ora! Expression. Figure 1 identifies that the students’ Oral Expression 
standard scores did not improve pre-post teacher training. There were no main effects 
observed for time (F (1,41) = .116, p = .735, partial r\2 = .003) or group (F (1,41) = .0843, p = 
.364, partial q2 = .020) and there was no significant interaction between time and group (F 
(1,41) = .637, p = .429, partial q2 = .015).
WIAT-II: Reading Comprehension. For reading comprehension, a significant main 
effect of time was observed (F (1,41) = 6.562, p = .014, partial q2 = .138), but there was no 
main effect for group (F (l,41) = 2.344, p = . 133, partial q2 = .054). Similar to the Oral 
Expression subtest results, there was no significant group by time interaction (F(l,41) = .045, 
p = .833, partial q2 = .01).
Post-training to follow up. Paired t tests (post- to follow-up) were conducted on 
each of the four WIAT-II subtests administered to the trained group students. Average 
standard scores remained stable over the twelve-week period between tests. There was no 
significant difference in performance between post to follow-up tests on Reading 
Comprehension (post-intervention mean = 80.62, SD = 5.5, follow-up mean = 80.1, SD = 6.2, 
t (19) = .447, p = .660), Listening Comprehension (post-intervention mean = 82.4, SD = 14.5, 
follow-up mean = 82.4, SD = 12.8, / (19) = .0001, p = 1.00), Oral Expression (post­
intervention mean = 87.48, SD = 10.0, follow-up mean = 87.8, SD = 8.6, t (19) = .214,/? = 
.833), or Written Expression (post-intervention mean = 92.2, SD = 12.9, follow-up mean =
92.5, SD = 13.0, / (19) = .117,/? = .908).
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Discussion
This study evaluated the efficacy of a training-based collaboration between an SLP 
and a group of mainstream secondary school teachers. The purpose of the training was to 
facilitate changes to teachers’ oral and written instructional language and to observe the 
impact this had on the language abilities of students with LI in their classes. Our first 
hypothesis was that trained teachers would adopt a set of instructional language modification 
techniques and apply them to their regular whole-class teaching practices, when trained in the 
use of these techniques over a period of time by the SLP. An additional hypothesis was that, 
as a carry-over benefit, the use and application of the techniques by the teachers would lead to 
improvements in the language abilities of the students with LI in their classes.
The findings of the present study support these hypotheses. Results indicated that the 
trained teachers significantly moved along a continuum of change in their levels of use of the 
techniques, to at least a self-focused level and in some cases to an impact-focused level of 
use. In contrast, no change was seen in the levels of use of the intervention by the control 
group who had not yet received the training. Similarly, positive outcomes were also observed 
in the group of secondary school students with LI taught by the trained teachers, relative to 
those students in the control condition school. For the students who were instructed by 
teachers who underwent training, we found significant improvements in two of the WIAT-II 
subtests, namely Written Expression and Listening Comprehension, assessed pre and post 
teacher training.
To the authors' knowledge this RCT study is amongst the first of its kind to evaluate a 
systems-based approach to the treatment of LI in adolescence that links changes in 
mainstream secondary school classroom teachers’ instructional language practices with the 
language abilities of whole populations of secondary school students with LI. The study 
makes a significant contribution to the body of evidence for supporting adolescents with LI, 
as it validates a treatment approach that enables regular classroom teachers to create a more 
supportive and information-accessible language environment for the students with LI in their
classes.
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Teachers’ Use of Instructional Language Modification Techniques
Our key question was whether a group of across-subject mainstream secondary school 
teachers would demonstrate the use and application of ideas presented in the training 
program. To address this, we used a measurement tool that demonstrated changes in the 
teachers’ behavior across time as it related to their involvement in the program. We were 
primarily interested in the general movement of the teachers along a continuum of change 
from being non-users of the intervention, to being active users at progressively self- and 
impact-focused levels.
We found that all the trained teachers changed from being non-users of the 
techniques introduced in the program, to being users at, at least, self-focused levels, and in 
some cases at an impact-focused level of use. In contrast, the control group of untrained 
teachers remained at the non-user level. Additionally, the trained teachers sustained their use 
of the intervention over a period of time following the completion of the training when there 
was no further input from, or support by, the SLP.
Specifically, the trained teachers significantly improved over time in the levels of use 
for six of the seven parameters relative to the control group. These included Knowledge, 
Sharing, Assessing, Planning, Status Reporting and Performing. Only a marginal time by 
group interaction was observed for Acquiring Information. This parameter involves an 
individual’s seeking of information about a new intervention by, for example, conducting 
Internet research or asking colleagues for information. The lack of a significant time by group 
interaction for this parameter may have been influenced by two teachers in the wait condition 
control group whose responses moved from Level 0 (Nonuse: little or no knowledge of, or 
interest in, the intervention) to Level I (Orientation: still at a non-use stage, however has 
sought information about the intervention). It may be that these teachers, by being 
interviewed, became curious about the impending program and its contents, and so 
independently sought information about the nature of adolescent LI.
According to the LoU tool, to be assessed as a self-focused user of an intervention 
means that individuals demonstrate regular instances of use and application of new ideas in
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their day-to-day practices, with an emphasis on mastering the steps needed to implement 
these ideas (Level III: Mechanical Use), to the next level where the ideas are becoming more 
routinely established in their regular teaching practices (Level I VA: Routine). The third level 
of self-focused use (Level IVB: Refinement) is attained when individuals become more 
involved in the generalization of basic concepts introduced in the training, and in the creation 
of their own resources based on the presented techniques (i.e. without direct input from the 
trainer). By moving into this area of independent use, the ideas and resources (in this case, the 
instructional language modifications) become of greater usefulness to their specific teaching 
needs, and are more appropriate for their students and specific subject content.
Of interest was the movement of the teachers from the Routine to the Refinement 
level of use. By the completion of the training, all seven trained teachers had reached Level 
IVA: Routine for most of the parameters, and five of the seven had reached the next level, 
Level I VB: Refinement, for five of the seven parameters (Knowledge, Acquiring Information, 
Sharing, Planning, and Status-Reporting). For instance, one teacher who was at Level IVB: 
Refinement at the post-training phase for the parameter of Knowledge, reported: ‘I actually
used some o f the [ideas] on my Year 10’s, especially with that brainstorm summary....and
now i t ’s given them ideas. They knew it, they had the knowledge but they didn 7 know how to 
express it\ This illustrates how the teacher generalized techniques learned from the training 
program to a different student group.
At the self-focused levels of use, the focus is not only on the teachers themselves, but 
also the impact of the intervention on the students within their ‘immediate sphere of 
influence’ (Hall et al, 2006, p.5). For example, one teacher described the impact on students 
of her use of vocabulary instruction techniques in the following way: ‘It takes away that big 
fear o f “Oh, such a big word”, then they switch off but with [the SLP] showing me how to 
break them [the words] down and teach them in the way that she explained, they aren 7 that 
scared any more.' Another teacher, talking about the modifications made to a set of written 
resources, stated, ‘/ thought that some students weren 7 listening properly or that the 
problems were for other reasons. Now I have identified that a lot o f the problems are based
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on maybe a lack o f understanding o f vocabulary or maybe I'm just using too many words that 
they 're not familiar with, or presenting them with too much written information. and then 
they 're not even going to attempt to try and understand it or do the work. So it's [the 
intervention's] helped me gain a lot o f skills to present materials in different ways.'
By the completion of the training, three teachers had progressed to the impact- 
focused level of use for three of the parameters (Knowledge, Planning and Sharing). To be 
assessed at this level, the teachers needed to demonstrate that they were looking beyond their 
classes, to the whole-of-school environment, as well as to broader issues of professional 
development. One trained teacher at this impact-focused level of use stated, ‘We have a 
couple o f prac [pre-service] teachers at the moment. and they've come up with a couple of 
really good work sheets. So I'm going to incorporate my process ofpresenting information 
into their worksheets. That way they're getting a little bit [of a] wider view'. School 
management infrastructures were in place that supported the sharing of information and 
resources between teachers and departments, including monthly inter- and intra-departmental 
meetings of all departmental staff. One trained teacher presented an overview of the program 
at one of these meetings; another shared information in a more spontaneous manner at an 
inter-school curricular planning meeting.
One of the major contributions of this study is the finding that trained teachers were 
able to sustain their use of the intervention in the longer term with no further support by the 
SLP. Follow-up testing, three months after the completion of the training, revealed that there 
were no significant changes in the levels of the teachers’ use of the techniques. This indicates 
that the trained teachers perceived the ideas embedded in the program as holding value for 
them, a concept considered critical for the uptake and application of ideas presented through 
teachers’ professional development (Guskey, 2002).
All of the fundamental language modification techniques included in the program were 
presented to all teachers during their 10 weeks of training. It is important to note, though, that 
the techniques in and of themselves were flexible enough to accommodate individual 
classroom needs across a range of teachers and their subject disciplines. For example, visual
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aids were already commonplace in some teachers’ instructional practices. However, a Visual 
Arts teacher identified the need to strengthen the links between the presentation of visual and 
written information. As a result, the teacher and the SLP worked collaboratively to modify a 
set of written information, assignment, and test sheets, to improve the accessibility of the 
information for students and to strengthen the links between words and graphics. This teacher 
noted, ‘'They (the students) can draw the answers, but they have difficulty putting it into 
words ”.
Similarly, a physical education teacher whose teaching style was highly verbal and 
kinaesthetic (physical) noted that her students had problems retaining information. In this 
case the collaboration included the development of reinforcing written resources and revision 
sheets for all students in her classes. Additionally, a History teacher found a text breakdown 
strategy useful as many of her students were overwhelmed with information presented in 
multi-paragraph print form. This was resulting in poor levels of engagement, processing and 
retention of the information embedded in the texts. The specific language modification 
technique adopted and used regularly by this teacher involved a whole-class discussion with a 
board-based mind-map type activity. The teacher found that, along with the increased 
engagement of more students with the activity and therefore the learning process, she was 
able to build on their improved interaction with the text by then developing a range of other 
interactive tasks. These reported instances complement the teacher interview data, however a 
tally of individual teachers’ use of specific techniques was deemed to be outside the scope of 
this study.
Future studies could complement the LoU structured interview by observing and 
recording individual teachers’ use of language modification techniques in the classroom, pre­
post and follow-up post intervention. For our study permission to use video and audio taping 
of the teachers within their classrooms was not granted. An additional consideration for future 
research could be whether differences in teaching qualifications and/or years of teaching 
experience impacts on teachers’ adoption of these language modification techniques. It could 
be that teachers who have more years of teaching experience (relative to new teachers) are
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less amenable to training content and/or collaboration. However the reverse may also be true. 
Given our sample characteristics it was not possible to evaluate such issues comprehensively.
One final consideration in relation to the teachers’ data was that while the LoU tool 
was able to capture teachers’ use of an intervention, it is not entirely known whether, before 
the training, teachers were using language modification techniques but did not refer to them 
as “language modification techniques”. It is therefore possible that reported non-use of the 
intervention at the pre-training interview for some teachers in both groups could have been 
from a lack of familiarity with the term “language modification techniques”. What we do 
know is that over the course of the study, the trained teachers knew more and expressed more 
about these techniques in their interviews while the control group of untrained teachers did 
not.
The Impact of Teacher Training on Students with LI
To address the question of whether secondary school students with LI would show 
improvements in their oral and written language abilities as a result of the change in teachers’ 
instructional language practices, we chose a standardized measure of oral and written 
language that provided a robust measure of change in students’ language abilities over time. 
The four specific language areas tested were oral and written expression, and listening and 
reading comprehension, all of which have significant relevance to academic skills in the 
secondary school environment (Nippold, 2007). These language skills also reflect 
contemporary assessment and intervention practices for adolescents with LI (Larson & 
McKinley, 2003). Our study found that the students whose teachers had received the training 
showed significant improvements in the Written Expression and Listening Comprehension 
assessments of the WIAT-II relative to the students in the control group. This was 
encouraging considering the entrenched nature of long-term LI (e.g. Clegg et al., 2005).
We suggest that the improvements in the trained group students’ written expression 
abilities were related to the trained teachers’ increased use of language techniques targeting 
written language. The intervention included training in strategies such as text deconstruction 
and reconstruction, visual scaffolds and explicit teaching of writing genre structures. In
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addition, the teachers were trained in strategies for modifying their own written resources, 
such as worksheets and information summaries. The intention of training teachers in these 
techniques was that information such as instructions and curriculum content was more readily 
accessible and easier to process for all students in their classes. By the teachers’ application of 
these techniques across whole classes, thereby modeling good practice in written expression, 
we conclude that the students with LI in these classes became more engaged in independently 
processing written information. Also, by being exposed to these replicable written structures 
and procedures, the students were able to generalize techniques to their own written work.
This was evidenced not only in the students’ improved WIAT-II scores, but also by teachers’ 
anecdotal comments about changes in the amount and quality of written work produced by 
students with LI in their classes. For example, a Math teacher stated, “They love to write now. 
I just couldn't believe it! I t ’s a Math lesson and they actually enjoy writing about the specific 
terms and what they know. ”
Similarly, improvements noted in the Written Expression and Listening 
Comprehension results of the WIAT-II post teacher training could be related to the program’s 
emphasis on direct vocabulary instruction. The training introduced techniques to teachers that 
facilitated identifying and providing direct and interactive instruction in essential curricular 
vocabulary. For instance, teachers identified core curricular vocabulary and used student­
generated definitions and visual symbols to encourage vocabulary growth. In these ways, 
students were more directly involved in the processes of understanding and gaining an 
expanded knowledge of core vocabulary, increasing the possibility that they could then apply 
these strategies independently when faced with additional new and unfamiliar words. By 
involving all students in a range of procedures for new word learning, we conjecture that the 
students with LI in these classes became more engaged in the process, and were able to 
generalize these skills to develop improved listening comprehension abilities, skills that 
involve the understanding of a range of individual words as well as vocabulary in context. A 
growth in students’ vocabulary knowledge and use could also have been reflected in
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improved and more expansive written expression, as observed in the trained group students’ 
WIAT results, as well as from teachers’ anecdotal observations.
In a study that examined the predictors of academic outcome for adolescents with a 
history of LI, listening comprehension served as a significant and unique predictor (Dockrell 
et al., 2011). The researchers posit that oral language comprehension is important for the 
learning outcomes of students with LI. Our training study also supports this notion but 
crucially identifies how classroom teachers can assist and improve this important language 
skill.
Other spoken and written language abilities, however, did not show significant 
trained group improvements from pre- to post. Standard scores for reading comprehension 
significantly improved for both trained and control groups over time, suggestive of 
maturational effects rather than effects related to the teacher training. Even though the 
current literature on supporting reading comprehension difficulties in adolescence informed 
the program content, it may be that, in comparison to the written expression and vocabulary 
instruction techniques embedded in the program, specific strategies for reading 
comprehension per se were not addressed as directly and systematically. There is a known 
correlation between reading disorders and LI (Snowling, Bishop & Stothard, 2003), with an 
often widening gap between levels of reading ability for students with reading difficulties and 
required reading materials once they reach secondary school (Mastropieri, Scruggs & Graetz, 
2003). It may be that specific support for reading comprehension during adolescence 
necessitates specialist and often intensive intervention (Biancarosa & Snow, 2006; Ehren, 
2009; Kamil, Borman. Dole, Krai, Salinger, & Torgenson, 2008). Future research could 
consider extending the existing program to include more specific and systematic teacher 
support for students’ reading comprehension needs.
No significant improvements were observed in either group of students for the Oral 
Expression subtest of the WIAT-II. The intransigent nature of the participating students' 
difficulties with oral expression presents a quandary for SLPs’ traditional intervention focus 
on oral language. There is an increased use of written language in the secondary school
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academic environment, and added expectations of students’ written language competencies 
for assessment through assignments, tests, and internal and external exams (Gordon Pershey, 
2003; Schumaker & Deshler, 2003). This direction was reflected in the greater emphasis on 
both teachers’ and students’ written language in the training program. It is possible that there 
is a corresponding decrease in focus on the importance of oral language in secondary 
classrooms. A valuable area of future research could be an investigation into the nature of 
academic discourse in secondary schools as it relates to both written and oral language, and 
how this impacts populations of secondary school students with LI.
As with the trained teachers, we were interested to know if the students maintained 
any improvements in their language abilities in the longer term. To answer this question, 
trained group students were retested at the same follow-up time as the trained teachers i.e., a 
period of time after the completion of the training program when there had been no further 
support by the SLP for the trained teachers. No significant differences were found for the four 
language domains tested between post- to follow up. Instead, the students in the trained group 
maintained their scores over this time period. We contend that the training program does have 
immediate carry-over benefits to students with LI as witnessed by significant improvements 
in their written expression and listening comprehension pre- to post teacher training. Perhaps 
though, the lack of significant continued improvement post- to follow up suggests that these 
students require additional support to achieve further gains in the longer term. The data here 
suggests that the use of a systems-based approach may not be sufficient on its own to shift the 
long-term trajectory of adolescent LI. Additional information about the impact of a systems- 
based intervention on the long term academic progress of students with LI would be useful. 
Future studies could also examine students’ academic progress as a means of measuring 
improved access to language-based curricular information.
Theoretical and Clinical Implications
The results of this study validate a systems-based approach to supporting secondary 
school students with LI through the use of a professionally collaborative intervention, one that 
embeds a process of change in the individuals’ key learning environment: the mainstream
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classroom. The training program provided to teachers supports their efforts with inclusive 
education practices. Students with additional learning needs, such as adolescents with 
persistent LI, are regularly enrolled in mainstream classes, yet teachers report feeling under­
supported in addressing their needs (Pearce & Forlin, 2005). The value of the present study is 
its contribution to ways in which SLPs can support both teacher and student populations at 
the secondary education level. Offering professional development in instructional language 
modification techniques over a period of time appears to benefit teachers’ inclusive teaching 
practices, with positive benefits for students with LI.
Observed improvements in students’ listening comprehension and written expression 
in our study suggests that specific areas of intervention may benefit from a systems-based 
whole population approach whereas other intervention areas, such as reading comprehension, 
could benefit from additional individualized specialist services. In this way, SLPs working 
with this student population could adopt both approaches for a comprehensive model of 
service delivery in supporting secondary students with LI.
Using the analogy of a “ripple effect”, the teachers participating in our study reported 
that information and skills developed through the training program were passed on to teachers 
not directly involved in the training, and that the adopted techniques were used in classes 
other than the ones directly involved in the study. One teacher stated, 'Some teachers that I 
have shared the techniques with have used the ideas with a different year group and found 
they have worked really well Another trained teacher (History) talked about taking a class of 
final year students for an absent teacher, and discovered that the students did not have a 
robust understanding of some key vocabulary for the topic that they had already been 
studying for a few lessons (the topic being the Vietnam War, the key vocabulary including 
such terms as communism). The teacher decided to prioritize direct vocabulary instruction 
with this class, with positive feedback reported from the students that the exercise was helpful 
to their better understanding of the fundamental concepts integral to the topic.
Such reports of the general izability of the techniques across broader student groups, 
including those with no LI, are in line with the findings of a synthesis of learning disability
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research (Vaughn et ah, 2000). According to these authors, 'In all cases where interventions 
have demonstrated significant positive effects for students with learning disabilities, they 
have resulted in at least as high (and most often higher) effect sizes for all other students in 
the class’ (Vaughn et al, 2000, p. 108). While it was not possible in the current study to 
directly examine this issue, future studies could assess both LI and typically developing 
students before and after teacher professional development.
Crucial to the success of the program was the positive support and direct involvement 
of the schools’ executive staff (such as principals, vice principals and heads of departments). 
The NSW government schools follow the guiding principles of the Quality Teaching model 
(NSW Department of Education and Training, 2006), which includes the pedagogical 
dimension of promoting a quality learning environment for all students. The schools’ 
involvement in this study, and their teachers’ and students’ involvement in the training 
program, was seen as being of direct relevance to the aims of the model. As a result of the 
perceived value of the program to their staff and students, executive staffs’ direct involvement 
occurred at all stages of administration and decision-making, including the allocation of 
special funds for resources and the provision of release time for the teachers. This explicit 
support of the program sent a strong message to the teacher participants that their 
involvement in the study was supported and valued across the schools* teaching and 
administrative community.
No one intervention can possibly address, or have a positive impact, on all issues 
arising from the presence of a complex disorder such as LI. However, it would appear that the 
changes observed in the trained teachers and their students with LI could be influenced by a 
constellation of interacting elements, ones that SLPs could universally adopt as part of their 
overall caseload management. Firstly, we raised the teachers’ awareness of the presence of 
students with LI in their classes, as well as the nature and impact of LI; secondly, the need for 
change was highlighted by demonstrating the ability of teachers’ instructional language to 
either open or close doors to learning for these students; and, thirdly, changing teaching 
practice was made possible by providing the teachers with practical and usable techniques.
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This constellation of therapeutic supports created a student-centered and supportive language- 
based learning environment.
Future Directions
One of the motivations behind this study was to contribute a useful and evidence- 
based service delivery model to the field of adolescent LI. It is hoped that the results of the 
present study will encourage and promote further intervention research into how to best 
support whole populations of adolescents with LI.
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Appendix A
Example of actual written language modification techniques used in the teacher 
training program.
Original teacher version Issues discussed by SLP and 
teacher
Modified version
Risk Story
Students are to devise a story 
that outlines a character (a 
minimum o f three), context 
and events related to their 
risk environment. Students 
need to identify and describe 
the following:
1. Possible consequences 
o f the situation e.g. 
physical, emotional, 
legal financial, for each 
character
2. Reason why each one 
might have occurred
1. Unfamiliar vocabulary
(minimum, consequences)
2. Ambiguous instruction:
“ ...that outlines a 
character (a minimum o f 
three) ”. One or three or 
more characters needed?
3. Instructional words may 
be difficult to interpret:
devise, identify, describe
4. Difficult sequence to 
follow.
5. No examples provided for
the “consequences".
1. Used different words e.g. 
write for devise, and 
explained words: “The 
context (setting) o f the 
story ”.
2. Wording changed to “3 
characters or more ”.
3. Included descriptions for 
key instruction words e.g. 
Identify: To name 
something. Placed these in a 
box to the side of the main 
text.
4. Set out the sequence of 
the story: The main events, 
the risks involved, the 
possible problems that 
happen as a result.
5. Provided one example for 
each consequence e.g.
“Financial e.g. the cost o f 
repairing broken property ”.
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Appendix B
Example of actual vocabulary instruction techniques used in the teacher training 
program
O r ig in a l  V e r s io n Is su es M o d i f i e d  V e r s io n
T o p ic :  S c u lp tu r e
- T o o  m a n y  n e w  w o r d s  a t  o n e 1. F o l lo w in g  th e  “ 10 K e y
C o p y  th e s e  2 0  w o r d s  a n d  
d e f i n i t i o n s  in to  y o u r
t im e W o r d s ” p r o c e s s  i n t r o d u c e d  
in th e  p r o g r a m ,  10 o f  th e  2 0
V is u a l  A r t s  D ia r y :
1. A p p r o p r ia t io n :  T o  ta k e
- S o m e  w o r d s  a r e  v e ry  
c o m p l e x
w o r d s  w e r e  c h o s e n  f ro m  th e  
list by th e  t e a c h e r  as  b e i n g  
e s s e n t i a l  fo r  le a r n in g  th e  n e w
o r  b o r r o w  s o m e t h i n g - S o m e  d e f in i t io n s  a re  a l s o to p ic .
a n d  u s e  i t  e l s e w h e r e v e ry  c o m p l e x ,  a n d  so  m a y  be 2. T h e  n e w  w o r d  l e a r n in g
2. C o n d u i t :  T o  c h a n n e l  
s o m e t h i n g  in  a  c e r ta i n
d i f f i c u l t  to  p r o c e s s  a n d  re ta in ta s k  b e c a m e  in te r a c t iv e  
b e t w e e n  th e  t e a c h e r  a n d  all
d i r e c t io n - T h e  ta s k  is p a s s iv e ,  i.e. s tu d e n t s ,  w i th  th e  e n d  r e s u l t
3. A b s t r a c t io n :  N o n - c o p y i n g  f ro m  a n  o v e r h e a d  to b e in g :
r e p r e s e n t a t i o n a l  
4. A n th r o p o m o r p h ic :
a n o te b o o k . a )  a  lis t  o f  w o r d s  a n d  th e i r  
d e s c r ip t io n s ,  d e c id e d  o n  b y
A p p r o p r i a t i o n  o f  h u m a n -T h i s  w o u ld  b e  a  t im e - th e  s tu d e n t s  a n d  u s in g
m o t iv a t io n , c o n s u m i n g  ta sk ,  a n d  th e re  is f a m i l i a r  la n g u a g e  ( fo r
c h a r a c t e r i s t i c s ,  o r l ik e ly  to  b e  l i t t le  a s s o c ia te d e x a m p le :  G e o m e t r ic :  T o  d o
b e h a v io r  to  i n a n im a te l e a r n in g  o f  th e  g lo s s a ry w i th  s h a p e s  s u c h  a s  c i r c l e s .
o b je c t s ,  a n im a l s  o r  
n a t u r a l  p h e n o m e n a  
( p lu s  i te m s  5 -2 0 )
w o r d s  a n d  th e i r  m e a n in g s . t r i a n g le s  a n d  s q u a r e s . ) ,  a n d  
b )  a  p o s te r  c r e a te d  by th e  
s tu d e n t s  w i th  th e  10 w o rd s ,  
th e i r  d e s c r ip t i o n s  a n d  a 
v isu a l  s y m b o l  fo r  e a c h  as  a  
r e f e r e n t  p o in t  f o r  f u r th e r  
to p ic  s tu d y .
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3.1.2. Supplemental analysis of the control groups of teachers and students post to 
follow-up post training. As outlined in the above paper, teacher and student data were 
collected at four study phases, testing times 1-4. To evaluate the efficacy of the intervention 
for treatment versus control groups, the control groups of teachers and students were tested at 
two pre testing phases of the study (delayed pre and pre), i.e. the wait control condition 
relative to the period when the trained group of teachers/students received their intervention. 
The study timeline for the control group was referred to in the following way: delayed 
pre/testing time 1, pre/testing time 2, post/testing time 3 and follow-up testing time 4. For 
reference the study time-line is presented here, as Table 3-8.
Table 3-8 
Time-line o f RCT
Testing 10 Testing 10 Testing 10 Testing
Time 1 weeks Time 2 weeks Time 3 weeks Time 4
Trained Pre Training Post No Follow-up
Group training
Control Group Delayed No Pre Training Post No Follow-up
Pre training training
The results of the delayed pre/time 1 to pre/time 2 condition for the control groups 
have been presented and discussed in the RCT paper included in section 3.1.1. This current 
section presents supplementary analysis of the control group (teacher and students) in terms 
of when they received their training and in relation to their performance after a period of time 
without further SLP training support. Specifically, the control groups of teachers and students 
were evaluated within-groups at pre/time 2, post/time 3, and follow-up /time 4 but they were 
not examined relative to another group. For consistency between the main RCT reported in 
3.1.1 and this supplemental analysis, the teachers and student data presented here continue to 
be referred to as the control group.
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3.1.2.1. Participant flow and methodology. All six control group teachers remained 
in all phases of the study. In the control group, 22 students were tested at pre time (Time 2), 
one student was absent for the post test (Time 3) while 8 students were not available for 
testing at follow-up (Time 4) or did not complete all testing subtests due to time tabling 
clashes. All other aspects of methodology (i.e., program content, delivery, program fidelity, 
testing tools and procedures for the teachers and students) were consistent with the 
methodology applied to the trained group as reported in the RCT (section 3.1.1).
3.1.2.2. Data analysis. To examine the teachers' uptake and use of the language 
modification techniques, before and after they had received their training, separate Wilcoxon 
signed-ranks tests were conducted using the raw data obtained via the LoU instrument. 
Aligned rank procedures for testing multivariate interactions were not utilised because, in this 
instance, there was no comparison group and the effects of time can be measured here non- 
parametrically. To investigate the control teachers’ ability to sustain their use of the 
instructional language modification techniques over time without any further SLP support, 
separate Wilcoxon signed-ranks tests were conducted from post to follow-up testing 
conditions, again using the original data. Consistent with the data reported in 3.1.1, the 
median and interquartile ranges are displayed (Table 3-9) where the scores range from being a 
non-user of the training program to being an impact-focused user (i.e., scores from 0-7). In 
terms of the student data, (WIAT II subtests: Written Expression, Listening Comprehension, 
Reading Comprehension and Oral Expression), again these were normally distributed and 
analysed by repeated measures ANOVA (time: pre-post-follow up).
3.1.2.3. Pre-post training: control teachers' results. Table 3-9 presents the median, 
minimum, maximum and interquartile ranges of the seven parameters of the LoU instrument, 
pre- and post training for the control condition teachers. A score from 0-7 reflects a group’s 
movement along a continuum from being a non-user of an intervention (scores from 0-2), to 
being a self-focused user (scores from 3-5), to being an impact-focused user (scores of 6 and 
7). Statistical output is also reported.
Training secondary teachers 153
Table 3-9
Descriptive and statistical results o f the seven behavioral parameters o f the Levels o f Use 
(LoU) instrument, pre- and post training for the control teachers.____________________
LOU Control teachers Control teachers Asymptomatic Z values
Parameter Pre/ Time 2 Post/Time 3 (two tailed) p
Knowledge
Median 0 5.50 0.026 2.220
Min/Max 0-1 5-6
25-75% 0-.25 5-6
Acquiring
Information
Median 0 5 0.026 2.232
Min/Max 0-1 5-6
25-75% 0-1 5-5.25
Sharing
Median 0 6 0.026 2.232
Min/Max 0-1 5-6
25-75% 0-1 5-6
Assessing
Median 0 5 0.020 2.333
Min/Max 0-1 5-6
25-75% 0-1 5-6
Planning
Median 0 5 0.026 2.232
Min/Max 0-1 5-6
25-75% 0-1 5-6
Status Reporting
Median 0 5 0.027 2.214
Min/Max 0-1 5-6
25-75% 0-1 5-6
Performing
Median 0 5 0.023 2.271
Min/Max 0 5-6
25-75% 0 5-6
Note: Scores of 0-2 = non-user of an intervention, 3-5 = a self-focused user, 6-7 = an impact- 
focused user.
Significant differences were observed for all seven behavioural parameters pre-post 
training: Knowledge, Acquiring Information, Sharing, Assessing, Planning, Status Reporting 
and Performing. This indicates that when the control group of teachers received their training, 
they too moved from being non-users of the intervention pre training to being users of the 
intervention (at self- and impact-focused levels of use) post training. These pre to post 
training results for the control group of teachers are consistent with the results obtained from 
the trained group of teachers as reported in 3.1.1.
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Table 3-10 presents frequency data of the control teachers’ levels of use post training. 
This table identifies that all six control teachers had moved to at least Refinement (LoU score 
= 5) self-focused levels of use by post-training, for all seven behavioural parameters. 
Additionally some teachers had progressed to an impact-focused level of use, (LoU score = 6) 
for all seven parameters.
Table 3-10: Frequency table of the control teachers (n=6) post training scores across the 
Levels o f Use (LoU) behavioral parameters.______________________________
LoU
parameter
Number of teachers at each LoU
Self-focused levels Impact-focused level
L3 L4 L5 L6
Knowledge 0 0 3 3
Acquiring
Information
0 0 5 1
Sharing 0 0 2 4
Assessing 0 0 4 2
Planning 0 0 4 2
Status R'ing
0 0 4 2
Performing 0 0 4 2
Note: Scores of 3 = Mechanical use of an intervention, 4 = Routine use, 5 =Refinement and 6 
= Integration.
3.1.2.4. Post to follow-up training- control teachers’  results. Control teachers were 
re-evaluated three months after the completion of the training to assess whether they 
maintained their use of the instructional language modification techniques over time. No 
significant differences were observed between post and follow-up conditions for the control 
teacher group on six behavioural parameters of the LOU instrument, while a marginal effect 
was found for the parameter Acquiring Information. The results were as follows: Knowledge 
(follow-up median score = 6, interquartile range 5-6, Z = 1.000, asymptomatic (two tailed) p 
= .317); Acquiring Information, (follow-up median score = 4.5, interquartile range 4-5, Z = 
2.000, asymptomatic (two tailed) p = .05); Sharing (follow-up median score = 6, interquartile
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range 5.75-6, Z = 1.000, asymptomatic (two tailed) p = .317); Assessing, (follow-up median 
score = 5.5, interquartile range 5-6, Z = 1.000, asymptomatic (two tailed) p = .317); Planning 
(follow-up median score = 6, interquartile range 5-6, Z = 1.414, asymptomatic (two tailed) p 
= .157); Status Reporting (follow-up median score = 6, interquartile range 5-6, Z = 1.414, 
asymptomatic (two tailed) p = .157) and Performing (follow-up median score = 6, 
interquartile range 5-6, Z = 1.414, asymptomatic (two tailed) p = . 157).
Overall, these results indicate that the control group of teachers sustained their use of 
the intervention after a period of time where no further contact was made with the SLP 
trainer. The marginal effect observed for the LOU parameter Acquiring Information occurred 
because each of the teachers at follow up were rated one point less than that which they had 
received at post intervention. Their follow-up scores still however reflect self-focused users of 
the intervention and critically, not non-users of the intervention. Again, the control teachers’ 
post to follow-up post results reflect those of the trained teachers observed during the RCT, 
that is, that both trained and control groups of teachers were able to maintain their use of the 
language modification techniques over time without subsequent SLP contact. This 
consistency of results is encouraging, as it affirms intervention effects stringently observed in 
the RCT.
3.1.2.5. Pre to post - control students’ results. The students from the control school 
reported in the RCT were tested at pre- post and follow up times on the WIAT-1I subtests of 
Written Expression, Listening Comprehension, Reading Comprehension and Oral Expression. 
Note that not all student data was available across all three time points, therefore the degrees 
of freedom vary across each subtest analysis. Ninety-five percent of the sample was 
maintained from pre to post training testing.
WIAT-II: Written Expression. A significant main effect was found for time (F (2,28) =
13.712,p  = .0001, partial r\2 = .495) where the students significantly improved from pre- to 
post testing.
WIAT-II: Listening Comprehension. A significant main effect was found for time (F(2,32)
= 4.507, p = .019, partial r\2 = .220) where significant improvements were observed in the
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students’ listening comprehension scores from pre-post teacher training.
WIAT-II: Reading Comprehension. A significant main effect was found for time (F (2,30) = 
3.960, p  = .030, partial r|2 = .209) where scores post training are better than pre training. 
WIAT-II: Oral Expression. There were no main effects observed for time (F {2,24) = .527, p 
= .597, partial r\2 = .042) for students’ oral expression.
Figure 3-2 presents the standard scores for all four subtests of the WIAT-II across all 
three time points: pre/time2, post/time 3 and follow-up post/time 4.
Figure 3-2
WIAT-II* subtest results at pre, post and follow-up for Year 8 students with LI in the control 
condition school.
Comprohonùon
■ II
fct Post Mow-up
OrWUpmWoi
M
Note: *WIAT-II; Wechsler, (2007). Wechsler Individual Achievement Test, Second Edition,
Australian Standardised Edition. USA: Harcourt Assessment.
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Figure 3-2 identifies that there are no significant differences observed between post to 
follow up scores on any of the 4 subtests of the WIAT-II.
The control students’ results here are consistent with the trained student outcomes 
observed in the RCT, namely that significant improvements pre-post teacher training are 
observed for the Written Expression and Listening Comprehension subtests of the WIAT-II. It 
is also interesting to note that there was a significant main effect of time for reading 
comprehension where Figure 3-2 identifies improvement from pre-post testing times. Recall 
that there was also a significant main effect of time observed in the RCT where both the 
trained and wait control condition students improved in reading comprehension. This suggests 
that improvements noted in reading comprehension are not related to the intervention and 
could be influenced by other factors including maturation.
In summary, this supplemental information contributes positively to the overall 
efficacy of the intervention, as it provides consistent evidence that the intervention improved 
the teachers’ use of language modification techniques, and that they continued to use these 
techniques after a period of a school term, without subsequent SLP support. It also identifies 
consistent improvements in students’ spoken and written language skills, namely written 
expression and listening comprehension abilities.
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CHAPTER 4
DISCUSSION, IMPLICATIONS AND RECOMMENDATIONS
This chapter discusses issues arising from the main findings of the RCT, and the 
implications of these for the four stakeholder groups involved with the implementation of the 
intervention: mainstream secondary teachers, SLPs, secondary school students with LI and 
mainstream secondary schools. The limitations of the study are outlined, as well as 
recommendations for future research and developments in the field of adolescent LI.
In Chapter 3 (sections 3.1.2.1 to 3.1.2.4), results supplemental to the RCT have been 
presented, as they apply to the control groups of teachers and students at their pre to post, and 
post to follow-up training times. There is consistency in the results between the trained and 
control groups of teachers and students, when each group of teachers received their training. 
Discussion in Chapter 4 is based primarily on the results of the RCT. There are, however, 
points of interest in the supplemental findings for the control groups that will be drawn on at 
certain points within this chapter.
4.1. Introduction
Guided by the rationale outlined in Chapter 1, it was clear that a pragmatic approach 
was needed for the development of an innovative and effective intervention that could be used 
by SLPs working with school populations of adolescents with LI. The purpose of the research 
was to determine whether SLP's training mainstream secondary teachers in ways to adapt 
their instructional language translates to improved outcomes for students with LI. The main 
focus of the thesis was an RCT of an intervention created to support adolescents with LI by 
means of a systems-based collaboration between an SLP and a group of mainstream 
secondary school teachers. In this collaboration, teachers were trained in the use of a suite of 
instructional language modification techniques, for application to their regular classroom 
teaching practices. The primary cohort was a group of teachers across subject disciplines, and 
a secondary cohort were groups of Year 8 students with LI. All groups were tested at pre, post
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and follow-up times. There were three hypotheses: that the trained teachers would take up and 
use the techniques, that this use would be sustained over a follow-up period of time with no 
further training, and as a flow-on benefit, that the teachers' use of the techniques would 
positively impact the language abilities of their students with LI.
The results of the RCT supported these three hypotheses. Teachers were interviewed 
using the Levels of Use measurement instrument (LoU; Hall, Dirksen & George, 2006). Their 
responses post training indicated that they had taken up and applied instructional language 
modification techniques to their regular teaching practices, when trained in these techniques 
over a period of a school term by an SLP. Secondly, significant results were found regarding 
the teachers’ sustained use of the techniques even without further training by, or contact with, 
the SLP. Thirdly, there were significant improvements found in the oral and written language 
abilities of the students with LI whose teachers were using the techniques. Results were 
compared with control groups of teachers and students at the pre to post condition.
These positive findings suggest the efficacy of a systems-based, professionally 
collaborative approach to supporting mainstream adolescents with LI. The findings have 
implications for four main groups of stakeholders involved in the study, namely mainstream 
secondary school classroom teachers, populations of secondary school students with LI, SLPs 
providing services to adolescents with LI and mainstream secondary schools. The results of 
the study, and the implications of the results, will be discussed as they apply to each of these 
groups.
4.2. Trained teachers’ uptake and application of instructional language 
modification techniques
The first research question asked whether a group of mainstream secondary school 
teachers would take up and use a suite of instructional language modification techniques, 
when trained in these techniques over a period of time by an SLP. Based on the previously 
described rationale (Chapter 1, Section 1.5.1.: Guidelines for supporting adolescents with Li), 
the intervention trialed in this study focused on facilitating teachers to make changes to their
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language-based teaching practices. It was not known whether the teachers would take up and 
apply the techniques to their regular classroom teaching practices.
Based on data from focused interviews, changes in the teachers’ levels of use of the 
techniques were rated as teachers moved from being non-users of the intervention, to being 
active users at progressively self- and impact-focused levels. Recall that there are seven levels 
of use described in the LoU measurement instrument. These consist of three levels of non­
use: Level 0 (Non-use), Level 1 (Orientation), and Level 2 (Preparation), and five levels of 
use: Level 3 (Mechanical Use), Level 4 (Routine), Level 5 (Refinement), Level 6 
(Integration) and Level 7 (Renewal). The five user levels are sub-grouped as follows: Levels 
3, 4 and 5 are User: Self-Focused, and Levels 6 and 7 are User: Impact-Focused. These eight 
levels are described in detail in Chapter 3, Table 6. The levels of use were measured in 
relation to seven behavioural parameters: Knowledge, Acquiring Information, Sharing, 
Assessing, Planning, Status Reporting and Performing. See Chapter 3, Table 3-7, for detailed 
descriptions of each parameter.
Significant changes were found in the teachers’ levels of use of the language 
modification techniques introduced to them in the training, when compared to a control group 
of teachers who had not received the training. All trained teachers self-assessed as moving to 
at least a self-focused level and some to an impact-focused level. These changes in levels of 
use were seen in the trained teachers’ results in relation to all seven behavioural parameters of 
the LoU instrument. There was one behavioural parameter, Acquiring Information, for which 
there was within-group change at a significant level but no significant difference between the 
trained and control groups from pre to post, and this point will be discussed later in this 
section.
The significant post-training results for the trained teachers relative to a control group 
of teachers indicate that they found sufficient value in the techniques introduced in the 
training for use in their regular classroom teaching practices. The LoU measurement tool 
(Hall et al., 2006) was selected due to its provision of incremental information about how 
people adopt new ideas and strategies over a period of time. This enabled the researcher to
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monitor changes in levels of use for whole groups, as well as patterns of individual change. 
This more qualitative information will also be discussed, as it may be of interest to those 
involved with future implementations of the intervention.
At the start of the RCT both trained and control groups of teachers demonstrated a 
uniformity of non-use of the intervention, that is they reported that they were not aware of 
language modification techniques’ nor were they aware of using any in their teaching 
practices. Whether this was a true reflection of circumstances will be discussed in the later 
section on study limitations (section 4.8). What is evident is that both trained and control 
groups of teachers reported non-use of the techniques at the commencement of the study, 
whereas only the trained teachers reported changes in their levels of use of the techniques at 
the completion of the training (cf. Table 3-6, p. 122).
All trained teachers moved along the continuum of change to at least a self-focused 
level of use, by post training. Specific results will be discussed in the next sections.
4.2.1. Trained teachers’ self-focused levels of use of the language modification 
techniques. Based on the LoU change continuum guidelines, individuals adopt an innovation 
firstly at a self-focused level, and following a period of use they may move into a more 
impact-focused level of use in a wider environment. The ‘self-focused’ environment in this 
study was the classroom, and the application of the techniques to the teachers’ regular 
instructional practices; the ‘impact-focused’ environment included intra- and inter­
departmental applications, as well as communications with the schools’ administrative staff 
and personnel at other schools. For the study, these basic concepts were applied to measuring 
outcomes according to the specific nature of the participants (i.e. mainstream secondary 
school teachers), and the ‘innovation’, (i.e. the instructional language modification techniques 
introduced in the training program).
In this manner, self-focused users of the techniques at the Mechanical Use level 
(Level 3) demonstrated instances of the use and application of the techniques in their day-to- 
day practices, creating opportunities for repetition and practice leading to mastery. Recall 
that, at this level, teachers are observed to be adopting newly learned techniques, but are not
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yet generalising their use in a consistent, routine manner. Teachers self-rating at this level 
made comments such as “/ ’m modifying some overheads that I give the students ”, and “It's 
probably in my spoken language, explaining things to the students. Sometimes they don 7 
understand some o f the words so I'll go into more detail". These comments demonstrate 
teachers’ occasional use of the fundamental modification techniques for the parameter of 
Performing. Three trained teachers were at Level 3: Mechanical Use for a range of 
behavioural parameters of Knowledge, Sharing, Assessing, Planning, and Performing by the 
completion of the training. These teachers possibly needed further time to develop their use of 
the techniques in a more automatic and consistent manner, an idea supported by the results of 
the follow-up testing three months later.
At the next level, (Level 4: Routine) the techniques were becoming more routinely 
used in the individuals’ teaching practices, and there were reported changes in the students’ 
performance related to the teachers' use of the modification techniques. The following 
interview response was rated at this level: “The strengths are definitely seeing the progress in 
the kids, especially in the assessment task (....) We had a table pro-forma and they were able 
to fill that out and basically plan a story. Usually they don 7 do very well (....) and just seeing 
them be able to actually plan their whole story out and see that the whole thing was nearly 
done. It was really good. By the completion of the training, five of the seven trained 
teachers were coded at Level 4: Routine across the seven behavioural parameters. One teacher 
remained at the earlier level (Level 3: Mechanical) for Knowledge and Planning, another for 
Planning and Status Reporting, and two for Performing.
At the highest self-focused use level (Level 5: Refinement) teachers self-reported that 
they incorporated the techniques to an autonomous level by adapting and extending the ideas 
to serve individual classroom teaching needs, without direct input from the trainer. By 
moving into this area of more independent use, the techniques were of greater use to the 
teachers’ specific classroom needs, and of more relevance to their subjects. It was hoped that 
many teachers would reach this level of individualised use by the completion of the training
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program, as it would signify “personal ownership” of the ideas, and the development of a 
positive attitude towards using the techniques in their regular teaching practices.
Five trained teachers reached the Refinement level of use (Level 5) for all seven 
behavioural parameters by the completion of the training. This was evidenced by post-training 
interview responses such as: “1 now start every lesson with all my classes with ten quick 
questions and I try and throw some words into them, and we even have spelling tests ” (a 
Maths teacher); “7 make language changes now with every topic, with the teacher’s aide I 
have as well. We have the visual cues there in the room all the time ” (an English teacher). 
Another Maths teacher reported her application in the use of the vocabulary techniques with a 
group of Year 10 students: “With their language, most o f them have no idea what the question 
is about, such as ‘simplify ’ or 'evaluate They don't know these words. The test results were 
dramatically improved, I picked up that they did well because they'd being doing it every day. 
Every lesson we'd go through our vocabulary lists, we discussed it every day, every lesson 
actually". These reported uses of the techniques indicate that these teachers have refined their 
use of the techniques in a personalized, subject-specific manner, often across different grades.
At this Refinement level, teachers reported using self-generated language 
modification ideas in their regular classroom teaching. For example, a Visual Arts teacher 
routinely required students to complete artwork evaluations in her instructional teaching 
practices. Towards the completion of the training, she reported applying the language 
modification concepts to her production of a new set of evaluation sheets, incorporating more 
specific, simplified instructional language, a clearer sequence of steps, underlining of key 
words, and some question scaffolds. Fler feedback was that a greater number of students 
completed the evaluation assignment than in previous years, and she went on to create similar 
sheets for all her classes, across grades. At this more advanced self-focused level of use, as 
well as focusing on their individual teaching practices, teachers considered the effect of using 
new techniques on all students within their “immediate sphere of influence” (Hall et al, 2006, 
p.5). This example indicated that the teacher was at the Refinement level of use (Level 5), as
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she was adapting the language modification ideas to match her particular teaching needs, and 
extending these ideas to different student groups.
4.2.2. Trained teachers’ impact-focused levels of use of the language 
modification techniques. Two impact-focused levels are outlined in the LoU protocol, Level 
6: Integration, and Level 7: Renewal. To attain a level of use at the Integration level, 
individuals combine their own use of the innovation with “...related activities of colleagues to 
achieve a collective effect on clients within their common sphere of influence...” (Hall et al., 
2006, p.7). The final level of use, Renewal, refers to an individual’s exploration of major 
modifications or alternatives to the original innovation.
Six trained teachers had progressed to the Integration level of use by the completion 
of the training, for five of the parameters (Knowledge, Sharing, Assessment, Planning, Status 
Reporting, and Performance). To reach this level of use, trained teachers needed to report 
instances of communicating about the techniques with teaching and/or administrative 
colleagues. This could mean that a teacher discussed the ideas learnt during the training with 
other teachers in his or her subject discipline, or in other disciplines within the school. These 
communications may have been informal, such as during spontaneous staff room 
conversations. Alternatively they may have been more formalised, for instance through 
presentations at intra- or inter-departmental meetings and professional development in­
services. Three of the trained teachers reached the Integration level for the parameter of 
Planning, which describes an individual’s application of the intervention as one where he or 
she “...designs and outlines short- and long-range steps to be taken during the process of 
intervention adoption e.g. aligns resources, schedules and activities, and meets with others to 
organize and/or coordinate use if the intervention...” (Hall et al., 2006).
To attain this level of use and sharing of the techniques within and outside whole 
school communities, it was essential that teachers were supported by the schools’ 
management infrastructure. For example, some teachers undergoing the training were given 
opportunities to present their newly adopted ideas at staff meetings. In another instance, a 
trained teacher from the Agriculture discipline was supported in attending an inter-schools
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curriculum planning meeting, where she was able to share ideas from the training program of 
relevance to inter-school curricular developments.
Evidence of movement to this impact-focused level of use came from post-training 
interview responses. A Maths teacher reported sharing the ideas with a teaching colleague.
“There is one lady I've been teaching with for a very long time who is very strict with the
content, and she hasn t been going to the language side. (.......... ) She was so excited when I
spoke to her at the end o f the year, and I know that for the first time ever she’s been using 
[the language modification techniques] in her lessons, and using them with the very low 
ability classes, and the kids just love it. I know that it's changed her a little bit in her 
teaching, which I'm happy about because we all need to be so aware o f the language side [of 
teaching] ”.
At a more formal level, many teachers were able to share ideas from the intervention 
at intra- and inter departmental levels. One teacher talked about discussing the intervention at 
a school literacy committee meeting with teachers from different disciplines, another at a 
departmental planning meeting. A Maths teacher reported sharing the ideas within her 
discipline in this way: "We have faculty time, and we have general business. Luckily our head 
teacher's very enthusiastic about new ideas, so we can share ideas with the faculty at these 
meetings ”. A Science teacher was similarly pleased that the school executive was interested 
in the changes to her classroom practice. “The senior executive are asking about what I am 
doing in my classes next year. They want to see my worksheets, and what kind o f language 
and literacy things I'm doing. I've never had the chance to show it, I just do it”, In relation to 
the possible cross-contamination of data between the trained and control schools while the 
control school’s teacher group was in the wait period, there was no reporting of either formal 
or informal professional interaction between the teachers in each group. In theory neither 
group of teachers was aware of the involvement of the other group. In practicality, of course, 
it was not possible to completely control for spontaneous meetings and discussions occurring;
however, none were reported.
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Based on their self-assessments, no teachers reached Level 7: Renewal level by the 
completion of the training. Perhaps with extended periods of time individuals may have 
reached this level of use. However, it may also be that this is not a particularly desirable 
outcome in relation to establishing a specific intervention in a school community. Indeed the 
CBAM authors report “...facilitators are not likely to devote much time to encouraging users 
to the renewal level. (...) Users at LoU VI (7) are seeking to replace the innovation or 
significantly modify it, and this could be disruptive to the efforts of the facilitator who is 
attempting to attain maximum effective use of the innovation...” (Hall, Rutherford, Huling & 
Hall, 2004).
4.2.3. Trained teachers’ sustained use of the language modification techniques.
The second research question presented in the RCT (Chapter 3) was whether trained teachers 
would sustain their use of the techniques over a period of time when there was no further 
support from the SLP trainer. The sustained use of the techniques in the longer term was seen 
as being of crucial importance to the overall efficacy of the program. It was important to 
ensure that the teachers demonstrated independent use of the techniques when follow-through 
support by the SLP was not provided. Continued and independent use could indicate that 
trained teachers perceived the techniques as holding value and usefulness to them in their 
regular classroom teaching practices.
Trained teachers self-reported a sustained use of the techniques at the follow-up 
condition. This supports the notion that the teachers developed a positive attitude to the 
continued application of the techniques in their regular classroom teaching practices. Positive 
changes in teachers’ attitudes and beliefs are important for the adoption and sustained use of 
new ideas in teaching practices (Guskey, 2002;Swafford, Jones, Thornton, Stump, & Miller, 
1999). Teachers’ interview data indicate that they perceived the intervention as being of value 
to their teaching practices, and ultimately, to their students.
A History teacher, for example, was continuing to use one particular text breakdown 
technique with many of her classes beyond the completion of the training. The technique was 
based on creating a mind-map type of brainstorm on the board. She found this technique a
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particularly effective way of getting whole classes of students interacting more in the process 
of extracting meaning from longer texts, and demonstrating comprehension and retention of 
the information. She had developed a system where students built on the basic activity in their 
own time. “When they get home they can use the words from the brainstorm to write 
paragraphs and short sentences, because we don Y often have very much time to cover 
everything. So i f  we do one step at school they can do the next step by themselves at home ”.
Another teacher at this follow-up time talked about the impact of her continued use of 
the written language techniques on her students. The interviewer was asking questions about 
the teacher’s comments on students’ improved written work during the period between post 
and follow-up post tests. The teacher observed how these improvements had an effect on 
students’ confidence and self-esteem. "I had one student in particular, she got her assignment 
back and she did very well, and she was just glowing, she was very happy and said "Miss,
I've never gotten 18 out o f 20!
In analysing some aspects of the specific movement along the continuum of change of 
individual teachers during the post to follow-up period, some interesting points emerged. 
Firstly, there was the question about whether any teachers moved from a Self-Focused level 
of use (Levels 3, 4 and 5) to an Impact-Focused level of use (Levels 6 and 7) during this 
follow-up period. The speculation was that, once teachers demonstrated independent use of 
the techniques in their regular, classroom-based, teaching practices, they might start to share 
their experiences with colleagues in the wider environment. However, such a progression 
might need a further period of time to eventuate.
Three teachers from the trained group had already reported an impact-focused level of 
use at post training and three more moved from self-focused levels to impact-focused levels 
during the period between post and follow-up post training. This was for one behavioural 
parameter only, Planning, which implies that the use of the techniques was being incorporated 
into the teachers’ planning of future classroom resources and activities, in conjunction with 
colleagues across and even beyond the school community.
Additionally, two teachers moved from Level 3 (Mechanical) to Level 4 (Routine) from
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post to follow-up for five of the seven parameters (Knowledge, Sharing, Assessment,
Planning and Performing), and two teachers moved from Level 4 (Routine) to Level 5 
(Refinement) for two parameters (Knowledge and Status Reporting). This would indicate that 
these teachers needed time beyond the completion of the training to reach these higher levels 
of use. Further time could have enabled them to focus more on the application and 
individualising of the techniques in their routine classroom teaching practices.
In this context it is interesting to refer to the supplemental results as they relate to the 
follow-up results for the control group of teachers. Three of the six control teachers 
demonstrated movement to an impact-focused level at the follow-up condition for six of the 
seven behavioural parameters. Two teachers moved in relation to five of the behavioural 
parameters (Knowledge, Assessment, Planning, Status Reporting, and Performing), and one 
teacher in relation to the parameter of Sharing. It is possible that there is an association 
between the timing of the follow-up interviews during the academic year and the differences 
between the two groups (trained and control) in terms of the range in individual teachers’ 
levels of use as measured on the LoU continuum.
The trained group teachers were interviewed at the end of Term 4, which in Australia is 
in December and at the end of the school year before the long summer break. There are many 
calls on teachers’ attention at this time of year, such as students’ internal and external year- 
end exams and teachers’ test marking and report writing commitments. Some trained teachers 
stated that, even though there had been good opportunities to apply, practice and individualise 
the techniques within their regular teaching situations (self-focused level of use), there were 
fewer opportunities during Term 4 to give time and attention to communicating with 
colleagues in the wider school community (impact-focused level of use).
On the other hand, the control group of teachers had received their training during 
Term 4, and the follow-up interviews were conducted at the end of Term 1 the following year, 
after the longer summer break (6 weeks) plus a ten week school term. During the summer 
break, teachers commonly revise their resources in readiness for the following year’s teaching 
commitments, often in group meetings with teaching colleagues. Additionally, at the start of
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the academic year, Term I tends to include a greater loading of professional development 
opportunities, and intra and inter-departmental planning meetings. It could be that these 
teachers had more opportunities during this stage of the school calendar to communicate with 
colleagues in the wider community, a notion that is supported by the finding that three of the 
six control group teachers moved from self-focused to impact-focused levels of use during 
this post to follow-up period.
These timing differences between the trained and control groups are interesting and 
may well have significant implications for future implementations of the intervention. For 
instance, SLPs and schools may want to discuss the various timing issues as a key part of the 
planning process. These broader questions of intervention effectiveness are beyond the scope 
of the current thesis, however warrant future investigation.
While there is individual teachers’ movement observed from self to impact-focused 
levels of use during post to follow-up post conditions, it is also important to remember that 
the second research question presented in this thesis relates to groups of teachers and not 
individuals. As a group, the trained teachers maintained their use of the intervention post to 
follow-up, without further SLP trainer involvement. This has merit, particularly when 
thinking about how SLPs can help support whole populations of adolescents with LI in 
mainstream classes.
4.2.4. Implications of this research for mainstream secondary teachers. Trained
teacher (Maths): “I think language is actually more important than learning to do Maths. If 
they can understand and have comprehension o f what the question is asking them they 're 
more than half way there. Even if they don Y know the formula, at least they can write down 
what the process is. With the new marking criteria, they actually get so many extra marks for 
just showing some form o f understanding in their solution. ”
Mainstream school teachers at all levels of education are being urged to adapt their 
teaching practices to include students with diverse learning needs (United Nations 
Educational, Scientific and Cultural Organization, 1994; US Department of Education, 2002; 
World Health Organisation, 2001). This is particularly challenging when there are students in
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mainstream secondary classes with additional learning needs such as LI (Horn & Banerjee, 
2009; Shaddock, 2007). These students have difficulty with the understanding and expression 
of oral and written language (e.g. Bishop & Snowling, 2004; Culatta, Blank, & Black, 2010; 
Dockrell, Lindsay, & Connelly, 2009), in a learning environment that is “language-rich” 
(Baumann & Graves, 2010; Whitmire, 2000) and may therefore be placing them at a 
disadvantage for achieving their academic potential.
Teachers have identified gaps in professional development in ways to support 
students with additional learning needs in inclusive mainstream classes (Dockrell & Lindsay, 
2001; Forlin, 2001; Pearce and Forlin, 2005). The program evaluated in this study directly 
addresses this gap by empowering mainstream secondary school teachers to be able to 
directly support students with LI in their classes. Teachers’ instructional oral and written 
language is the focus of change, and this approach has been found to have a positive impact 
on the language-based learning abilities of whole populations of secondary students with LI.
The program was developed on the premise that even though the focus of the 
intervention was to be the secondary school mainstream classroom, mainstream teachers have 
little time available to create and implement individual programs to support students with 
language needs (Larson & McKinley, 2003; Prelock, 2000). A more reasonable expectation 
seems to be to support teachers in making changes to their regular use of oral and written 
instructional language. SLPs and teachers aiming to work together to support secondary 
school students with LI can be encouraged that, through this study, this approach has been 
shown to be efficacious. Additionally, the intervention builds on recommendations that 
sustained, collaborative teacher PD has a positive impact on student outcomes (Bryant, Linan- 
Thompson, Ugel, Hamff, & Hougen, 2001; Klinger, Vaughn, Arguelles, Hughes, & Leftwich, 
2004).
When trained teachers made changes to their instructional language practices, 
significant improvements were found in the written expression and listening comprehension 
abilities of their students with LI, when compared to a group of students whose teachers had 
not received the training. When teachers use modified oral and written language in their
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classroom teaching practices, they are essentially modelling these language techniques to all 
students in their classes, including those with receptive and expressive language difficulties. 
Examples of the language modifications that teachers were using during and after the training 
that have relevance in this context included the following: a clear structure and sequence to 
the presentation of information, a greater use of visual aids to support word learning, 
definitions using student-generated language, and techniques for breaking down written texts.
Such techniques modelled by trained teachers in their regular classroom teaching 
practices may have encouraged students to use similar language techniques in their work, for 
instance in their own written expression. Examples of this were observed and reported by 
teachers during the program implementation. One example came from a Visual Arts teacher 
who described how she started to make changes to the theory part of the subject.
Teacher: "I've broken down the information and I've used vocabulary explicitly to teach the 
kids the words and make it easier for them to answer questions or to go on with the task that I 
want them to do. "
Interviewer: “So would you say that this was a successful use o f the techniques? ”
Teacher: “Very successful. The kids have given me an answer, before that I would get one 
word or nothing, a blank. they'd be reluctant to write anything down. Now I'm getting words, 
or a sentence, so yes, there's a big change. ”
Other trained teachers reported similar positive impacts on their students when they 
modified the presentation of written and oral information, therefore making this information 
easier to process for their students. One language modification technique that the trained 
teachers reported using regularly was direct vocabulary instruction. Many trained teachers 
adopted strategies such as whole class discussion and agreement on definitions for new 
curricular vocabulary. Subsequently many students in these classes (including those with LI) 
demonstrated a clearer understanding and a more frequent use of these words in their oral and 
written comprehension and expression. An example of this was described by an Agriculture 
teacher, who explained, “I think it really helps them to increase their vocabulary and realise 
it's across the board, it's in all life situations. And 1 think the biggest thing for me is realizing
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/  present a lot o f words that they haven 7 heard and that are complicated. I think I've always 
got to be aware o f that because it ruins the amount that they can absorb, by giving them too 
much information that they don 7 understand.” When asked for an example of the benefits of 
applying direct vocabulary instruction techniques in the classroom, she stated “For example, 
with the poultry I found it was really good because they all, every one o f them, knew what a 
‘broiler;' was and what a ‘layer' was, and they learnt these words because o f all the 
repetition. So I could say, "Go outside and see whether the broilers have got enough food. Do 
you remember what a broiler is? ” and they could describe it to me. ”
Teachers also observed improved engagement of students in classroom activities, 
which perhaps signifies their increased attention. These improved attention behaviours and 
active engagement with vocabulary could have contributed to the improvements in listening 
comprehension of the students with LI, evidenced in their post-training test results. In 
summary, these examples highlight how important it is for teachers to experience positive 
feedback on how the changes they are making to their teaching practices is helping their 
students (Desimone, Porter, Garet, Yoon, & Birman, 2002; Yoon, Duncan, Lee, Scarloss, & 
Shapley, 2007), thereby reinforcing the teachers’ continued use of the language modification 
techniques.
The findings of the RCT also have implications for teachers’ most valuable resource: 
time. For the intervention to have had value for teachers, it needed to address the issue of 
secondary teachers’ use of their time. Most of secondary teachers’ time in classrooms is spent 
on the delivery of curriculum content (Freedman & Wiig, 1995). The intervention focused on 
ways in which teachers could make changes to their delivery of the curriculum, rather than 
expecting them to make changes to the actual curriculum content. In other words, the 
intervention focused on the ‘how’ (teaching practice), as opposed to the ‘what’ (curriculum 
content), of teaching practice. The trained teachers saw this as being an important aspect of 
the collaborative approach. It encouraged them to invest personal time and energy, 
particularly in the early stages of the training, so that the ideas and concepts became 
established and part of their routine of teaching. For example, one teacher stated, “/ now
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change hits and pieces as I go, depending on what works one way or another way. I t ’s like an 
on-the-spot change in class when you do it one way, then you realise it doesn t work so you 
quickly change it to another way ”.
Another teacher explained her continued use of the techniques in this way: “For me 
it 'll help me to continue with the program in the next unit, and show me where my weaknesses 
are, and focus on the language in a better way. So it's sort o f the beginning o f a process, and 
I'm really looking forward to it. I'm applying it now to a new topic with Year 7, and I'm 
looking forward to seeing how it works through ”. Thus, she viewed the amount of extra time 
needed to make changes to her resources as both manageable in the shorter term and as a 
positive investment for longer term outcomes. Other teachers can be encouraged by such 
observations, as there are often many calls on their time and attention. They may want to be 
reassured of the value in investing initial time in a new program such as this.
The issue of time availability was a commonly identified problem when trained 
teachers were asked about the strengths and weaknesses of the intervention. Many teachers 
observed that they would have liked to have more time to spend on developing modified 
resources. An additional issue involved the timing of the training in relation to the academic 
year. The teachers’ results indicated that when the trained group received the intervention in 
Term 3, and were then re-tested after a period of a school term (Term 4) with no further 
training, they sustained their use of the techniques. This was a positive outcome, however 
there were some interesting differences observed between the trained and control teacher 
groups in relation to changes in their levels of use of the techniques. There were some 
interview responses that indicated that the trained group of teachers did not have enough 
opportunities to spend time on developing their resources for future use. In comparison, many 
teachers in the control group, at the follow-up post time at the end of Term 1 the year 
following their training (in Term 4) reported using the opportunity of the longer summer 
break to create and redevelop resources for use in the new school year.
One trained teacher identified this issue at the follow-up post training interview, when 
discussing her use of the techniques during the term between post training and follow-up.
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This had been Term 4, the final term of the academic year, and she had found it challenging 
to develop her use of the techniques further. “It's a bad time o f year because we 've been 
doing exams and things like that, so I haven 't really been able to use it [the intervention] 
because w e’ve been working towards their exams, and then marking them. They [students] 
are really not interested in doing a lot o f work, they 're tired, I'm tired, I'm afraid that's the 
real world.“
On the other hand, another trained teacher saw this time of year as presenting 
opportunities to develop the techniques further. “At the moment I 'm developing my programs 
as it's the time o f year that we do our registration ofprograms. So the intervention has 
actually helped me with lesson plans and different activities I create within the programs, and 
I'm using these techniques because I found them quite successful. ”
This issue often related specifically to teachers’ modification of written resources; 
however, there were other types of techniques to which time investment was not such an 
issue. Teachers were assisted in learning new skills that became, as one teacher described it, 
“A way o f doing things ”, and the ideas became intrinsic to how they approached their 
instructional teaching practices. In some instances, trained teachers modified aspects of their 
oral delivery; for example, by breaking down important instructions into shorter segments or 
ensuring that they included key curricular words on a regular basis in their oral delivery.
These types of language modifications became intrinsic to their teaching and did not require 
extra preparation time. In other instances, time was needed during and beyond the 
intervention to prepare and redevelop resources following the language modification 
guidelines. Even though this involved more time investment in the initial stages, these time 
requirements decreased as the modified teaching materials were then available for future 
teaching needs.
Another issue raised during the course of this study was whether teachers were able 
to address the needs of all students in a class in equal measure. The changes to teachers’ 
instructional practices facilitated by the training program are aimed at ensuring that students 
with LI are supported in an inclusive manner in mainstream classes. There will be many
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students in these mixed ability classes who do not have difficulties understanding and 
expressing themselves through their oral and written language (Kulik, 1992). It was reported 
by many of the trained teachers that the changes they made to their instructional language had 
an apparent positive impact on a broader range of students than those identified with LI. For 
example, teachers reported a generally greater understanding of key curriculum vocabulary 
across grades, improvements in many students’ written work and increased engagement of 
whole classes of students in text analysis tasks. Previous literature has also identified carry­
over benefits of supporting students with learning disabilities in inclusive education settings, 
to students who have no identified learning disability (Vaughn, Gersten, & Chard, 2000).
It is reasonable to consider, however, that some teachers may feel it is not feasible to 
make modifications to their teaching practices, such as reducing the amount of new 
vocabulary introduced for a new topic, or spending extra time on the deconstruction of written 
texts for students’ improved processing. The reason for this reluctance may in part be that 
some teachers feel this disadvantages students who can learn at a faster pace, and who may be 
held back by the accommodations made for the slower-paced learners.
In this study, trained teachers reported being aware of the challenge of addressing 
students’ diverse learning needs. An Agriculture teacher was aware of the issue of using the 
modification techniques with a broad range of students in the following observation:
Teacher: "The intervention 's brought back to me the awareness that some kids. behavior- 
wise, may play up simply because they can’t do the work. So you work with them and it [the 
intervention] actually has good ideas how to do all these things. The weakness is sometimes I 
think we focus too much on these kids and they don 7 want to be the target, you know. And 
others must feel neglected because you 're constantly trying to help those that need more 
help. ”
Interviewer: “How have you managed that challenge?'''
Teacher: "I just made it the same for everyone, and then I had further activities for those that 
finished faster, so they wouldn 7 feel “Oh. that was too easy! ” They had further challenges, 
while I targeted those who couldn 7 do so much. That way they could all do the lesson. ”
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A similar comment was made by a Visual Arts teacher in the following post training 
interview exchange:
Interviewer: “Do you see any strengths in the intervention regarding your specific 
situation? ”
Teacher: Oh yes, because I think i t’s accommodating a wide variety o f students from the 
advanced students down to the learning difficulties level and those with an ESL [English as a 
Second Language] background as well. And I think it can be adapted quite easily to the 
special education unit as well I've essentially made it a lot more visual for the students in 
terms o f the delivery of the information, so even the special education students, technically, 
should be able to cope with most o f it. ”
Interviewer: “And the higher ability students don 't think i t’s too simplified? ”
Teacher: “No, I don’t think so. ”
At the follow-up interview a Maths teacher responded to a question about the 
particular strengths of the intervention by referring to the relevance of the changes in her 
instructional practices to all students in her mixed-ability class. “We 're doing consumer 
Maths at the moment. The word ‘retainer' was a bit o f a problem, and the word 
‘commission ’. In past years they ve just had no idea what those words meant, and they 'd 
actually get those questions wrong only because they didn't understand the meaning. The fact 
that this time we did get a chance to discuss them before the particular topic gave them a bit 
o f an idea, and then they had the confidence to ask me questions. I think it's a confidence­
building thing, if  there's too many unfamiliar words in the text they won t even ask the 
teacher for help. They attempt it, but they just guess what they think. They add or subtract or 
multiply. They just guess and then they just go on to the next question. ”
Teaching students in large mixed ability classes with a broad range of learning 
abilities is challenging for classroom teachers. The flexibility shown by these particular 
teachers is encouraging, given the teaching requirements of accommodating students with 
diverse learning needs. In this situation the trained teachers were adapting their teaching
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practices in an environment already familiar to them, and incorporating a range of new 
techniques that had a specific focus on the language of the classroom.
In the course of this study, one discussion point focused on the potential benefits of 
introducing the conceptual framework underpinning the teacher training program into 
teachers’ pre-service training. It was suggested by teachers involved with the study that units 
could be included in standard courses that introduce all pre-service teachers to the nature and 
impact of communication disorders, including LI. Some of the trained teachers in this study 
drew attention to their desire to have had such pre-service training, however it was not an 
option as part of their undergraduate program. One teacher raised the issue in this way: ‘One 
o f the biggest troubles I had when I started teaching was trying to get it [the information] 
basic enough. I had all this information in my head, but it was a shock o f actually realizing 
"That's not making any sense to them Another teacher has been quoted at the start of this 
thesis, and it seems appropriate here to return her comment: "If I had this knowledge when I 
first started teaching I think I would have been a better teacher from the start. You know, it's 
taken me many years to work towards identifying the fact that language is so important. We 
ask them a question, we assume they automatically understand it. Then we think it's the 
Maths they can t do, but it's very likely to be the actual wording o f the question, and the 
vocabulary. ’
Highlighted in this debate is the desirability of establishing instruction in pre-service 
teacher courses on the nature, impact, and support needs of students with additional learning 
needs, including LI. As part of this curriculum, pre-service teachers could be introduced to the 
nature of instructional language, both oral and written, and the need to regularly monitor their 
language-based teaching practices. This would then become a part of their routine approach to 
teaching, thereby reducing or even obviating the need to introduce such information at a later 
career stage. This issue has previously been raised in the context of training teachers in 
supporting students with learning disabilities in general, and the lack of pre-service training 
on learning disability provided in Australian courses is a concern (Skues & Cunningham,
2011).
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In summary, the results of the study have positive implications for mainstream 
secondary school teachers looking for practical, evidence-based approaches to the inclusive 
support of students with LI in their classes. Through collaboration with an SLP, secondary 
teachers can be trained in ways to make changes to their language-based instructional 
teaching practices. By taking up and applying these techniques to their regular teaching 
practices, teachers are showing that they are supporting students with LI in their classes. 
Associated issues related to the implementation of the training program have been raised 
including time investment and other scheduling issues, and teachers’ accommodations of the 
diverse learning needs of whole classes of students. The impact of the RCT on secondary 
students with LI is discussed in the next section.
4.3. Implications of the students’ results
The research questions pertaining to the students were:
Do secondary school students with LI, taught by teachers who are using the instructional 
language modification techniques, demonstrate significant improvements in their oral and 
written language ability, in comparison to a control group of students with LI whose teachers 
have not received the training?
If improvements in the students’ oral and written language skills are observed pre- post 
teacher training, are these improvements maintained after a period of time when their trained 
teachers have no further support from the trainer (the SLP)?
Results showed that significant improvements were achieved by the trained-group 
students in aspects of their language at the completion of the teacher training program, 
specifically in their written expression and listening comprehension abilities as measured 
using the WIAT-II (Wechsler, 2007). These improvements were sustained at the same level 
over the period of time following the completion of the training, when their trained teachers 
received no further support from the SLP. Reading comprehension scores increased 
significantly pre to post intervention for both trained and control school students, suggesting 
that improvements related to maturation rather than effects related to the intervention.
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There were no improvements made over time or between groups for oral expression. 
Consistent with the RCT findings, the control school students’ pre to post results also showed 
that students’ written expression and listening comprehension abilities improved post training.
4.3.1. Implications of the students’ written expression results. One of the most 
encouraging results from the study was the improvement observed in the written expression 
abilities of students with LI whose teachers were using the language modification techniques. 
Students are required to express their knowledge and thinking in written expression in 
secondary education (Gordon Pershey, 2003; Whitmire, 2000). Academic progress is assessed 
largely via written assignments and assessments, subject tests and both internal and external 
exams. On a regular basis students are required to produce a wide range of written genres, 
such as summaries, reports, expository essays, creative writing and extended responses for 
tests. A secondary student’s ability to use written expression as a primary means of 
communication is an essential skill. Adolescents with LI are known to have persistent 
difficulty with written expression (Culatta, Blank, & Black, 2010; Dockrell, Lindsay, & 
Connelly, 2009). An implication of these positive results, therefore, is that students with LI 
can be supported in improving their written expression by teachers modelling good written 
language processes in their teaching practices.
Improvements in the students’ written expression scores, post teacher training may have 
occurred for two reasons. Firstly, as part of the training, teachers were shown how to instruct 
students in the use of explicit writing structures. These included the direct teaching of step- 
by-step writing procedures and visual scaffolds, with associated demonstration during their 
whole-class teaching practices of these procedures. Secondly, trained teachers were modelling 
good writing practice to all students through the teachers’ own modified written resources, for 
example by demonstrating well-structured information and instruction sheets, and by 
embedding and explaining key curriculum vocabulary using a range of resources. It is 
possible that the students with LI were attending to these well-modelled and replicable 
techniques, and applying them to their own written work. There was evidence for this, not
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only in the trained students’ improved standardised test scores for written expression, but also 
in trained teachers’ observations during the training program.
One such observation came from a History teacher, who had been using the techniques 
with a group of Year 12 (final year) students, including breaking down the topic information, 
and adding key words and the whole-class generated definitions to information and work 
sheets. She reported that the students were very positive about these changes. “They said they 
really liked that because throughout the topic they can use the words. One o f the syllabus 
outcomes is to use terminology’ appropriately in their writing and many o f them didn 't know 
the words before so they ve been really happy with the teaching o f it. ”
By improving their abilities with written expression, it is likely that students with LI will 
be better able to express their knowledge and thinking in writing. This could have a beneficial 
impact on their grades and test results, and, ultimately, ensure that academic learning is a 
more positive experience for secondary students with LI. It is possible that these improved 
abilities with written expression were being reflected in the students’ academic written work. 
Collecting this type of data on the academic progress of the students was beyond the scope of 
this study, however the issue is discussed in section 4.7. Future Directions. as a 
recommended area for further research.
4.3.2. Implications of the students’ listening comprehension results. The second area 
of students’ language abilities that showed significant improvement pre to post teacher 
training was listening comprehension. A great deal of secondary curricular instruction is 
delivered orally by teachers, and necessitates adequate listening and language processing 
abilities on the part of all students. Many adolescents with LI are known to have auditory 
attention, processing and retention difficulties (Archibald & Gathercole, 2006; Leonard et al., 
2007). These difficulties, in combination, mean that these students are likely to be 
academically disadvantaged in secondary school classrooms.
Results from listening comprehension pre to post test results suggested that students 
benefited from their teachers’ use of language modification techniques. The WIAT-II subtest
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Listening Comprehension assessed the students’ understanding and knowledge of a range of 
simple to complex vocabulary and grammatical structures, at single word and sentence levels.
There were language modification techniques adopted by the trained teachers that 
could have facilitated the demonstrated improvement in students’ listening comprehension 
skills. For example, all teachers were trained in direct vocabulary instruction techniques. Part 
of the instruction protocol was for the teachers to prioritise essential curricular words by each 
teacher, at the onset of teaching a new topic. The words were selected on the basis of how 
essential they were to the students’ learning of the new topic. Note that these words targeted 
students’ curricular learning needs and at no time were teachers privy to the stimuli within the 
Listening Comprehension subtest of the WIAT-II. Direct instruction techniques were then 
applied to these essential words, giving all students opportunities to achieve robust knowledge 
of the words, and express their knowledge by using the words in their oral and written 
expression.
One technique for direct vocabulary instruction introduced in the training was the 
morphemic analysis of longer words (e.g. undecipherable: un + de + cipher [root word, 
meaning ‘code '] + able; word meaning: ‘Not able to decode ’). Another technique involved 
students creating descriptions for each word, using descriptors that were familiar to the 
students. An example of this was in a Visual Arts class, where the same glossary of topic 
words had been used for many years previously. One of the words selected by the teacher as 
essential for the students’ learning of the topic of Sculpture was anthropomorphic, and the 
glossary definition usually given out to students was ‘Appropriation o f human motivation, 
characteristic, or behaviour to inanimate objects, animals, or natural phenomena ’. As a 
result of a process of morphemic analysis (anthro + po + morph [root word, meaning “to 
change’] + ic), as well as discussion and research on the word meaning, the students created 
the following word description: ‘Anthropomorphic means to change the look of animals and 
objects by giving them human-like characteristics The teacher commented on his surprise in 
the way in which many students in the class became directly involved in this investigative 
process. Additionally, despite his initial concern that the word may have been too long and
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complex for them, most students demonstrated knowledge and appropriate use of the word 
throughout further teaching and learning of the topic.
Finally, teachers were instructed to ensure that all new words were presented on 
multiple occasions, in spoken, written and visually symbolic forms, so that students could 
both see and hear unfamiliar words, and whenever possible, link them with visual symbols 
associated with the word meanings. This repetitive, multi-sensory approach is recommended 
as an approach to strengthening the learning, retention and use of new words (Beck, 
McKeown, & Kucan, 2002; Graves, 2000; Marzano, 2004).
It is possible that, in their increased engagement in a range of procedures for learning 
curriculum vocabulary, the students with LI became more interested and confident in new 
word learning processes. This, in turn, was reflected in their improved listening 
comprehension scores at post testing, and maintained improvement at follow-up testing. 
Vocabulary enrichment is a key area essential for all students’ academic progress, at all stages 
of education (Graves, Juel, & Graves, 1998). Individuals with LI are known to have persistent 
difficulty with expanding and expressing vocabulary (Culatta, Blank, & Black, 2010; 
Dockrell, Lindsay, & Connelly, 2009; Wetherell, Botting, & Conti-Ramsden, 2007). It is 
essential, therefore, to find ways to assist whole populations of adolescents with LI in 
developing their knowledge and use of vocabulary. This study affirms the important role of 
direct vocabulary instruction in SLP and secondary teachers’ support of secondary students 
with LI.
During the training, teachers were introduced to a set of oral language modification 
techniques. Even though there was less emphasis in the training program on teachers’ oral 
than their written language, there may have been sufficient emphasis to impact the students’ 
listening comprehension abilities. For some teachers, targeting oral language meant 
decreasing the amount of information delivered orally at one time, and increasing the amount 
of the oral repetition and emphasis of key information. This may have also included 
monitoring the sequence with which the presentation of information was organised and 
sequenced, to facilitate improved processing by the students. Other teachers focused on
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reducing the complexity of the vocabulary and grammatical components of their oral 
language, and making important instructions explicit and “to the point”. These teachers were 
making conscious changes to their oral delivery that could have served as good models for the 
students with LI in their classes. At the same time they were facilitating students’ improved 
auditory processing of instructional information.
Based on the results of the study, training teachers in modifying their oral 
instructional language and their use of direct vocabulary instruction appears to have had a 
positive impact on the listening comprehension abilities of students with LI in their classes.
4.3.3. Implications of the students’ reading comprehension results.
Improvements were found in the standard scores of both trained and control groups of 
students pre-post training. However the trained group did not make the additional progress 
necessary to indicate significant changes as a result of the training program, when compared 
to the control group of students.
There were aspects of the training program that were aimed at facilitating students’ 
comprehension of textual information. Some of these techniques included teachers using a 
range of strategies to present their written resources in a manner that aimed to increase the 
accessibility of the information for all students. Other techniques involved teachers’ use of 
whole-class interactive text breakdown strategies, and supplementing essential curricular 
information with visual aids. Teachers reported observing students’ increased engagement 
and interaction with texts. For example, a History teacher described how she used a text 
analysis technique with the whole class, based on a whiteboard brainstorming activity. “We 'll 
read a text together and I'll ask them to choose what they think the whole paragraph was 
about, to be the key word o f the brainstorm, and then we 'll branch out. And now i t ’s actually 
given them ideas. They knew it, they had the knowledge but they just didn’t know how to 
express i t”. However, the teachers’ use of the language modification techniques may not have 
been sufficient to impact the fundamental reading comprehension abilities of the students
w ith LI.
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Difficulties with reading comprehension are known to be a persistent characteristic of 
the LI profile (Ehren, 2009). Adolescents with normal language abilities develop higher- 
order, more abstract and analytical language skills that are needed for application to the more 
sophisticated language demands of the secondary curriculum. These developing language 
skills are reflected in written language, and the need for students to be able to analyse and 
infer ideas from increasingly complex texts. In some cases students with LI and comorbid 
reading disorders have received assistance with their reading skills and have reached a 
sufficient level of reading accuracy to cope with the secondary curriculum. However, there is 
commonly a concerning gap between levels of reading accuracy and comprehension for 
adolescents with LI. Added to these developmental issues, required readings at the secondary 
level become longer and more complex, presenting further challenges to students with LI 
(Mastropieri, Scruggs, & Graetz, 2003).
It could be that the supports afforded by the teachers' use of modified language 
techniques in this study were insufficient by themselves to significantly impact students’ 
levels of reading comprehension, above and beyond the reading experiences of both groups as 
part of curriculum instruction during their regular schooling. Previous literature has identified 
the need to support secondary school students with low levels of reading comprehension with 
specialist and possibly intensive intervention (Biancarosa & Snow, 2006; Ehren, 2009; Kamil 
et al., 2008). A future consideration would be to extend the current program to include more 
specific techniques for teachers that would directly address students’ reading comprehension 
needs, as part of a combined management approach that also includes specialist intervention.
4.3.4. Implications of the students’ oral expression results. No significant 
improvements were found for either the trained or the control groups of students for the Oral 
Expression subtest of the WIAT-II. This apparent lack of change in the students’ oral 
expression scores may be due to a number of factors. As previously discussed, there was a 
greater emphasis in the training program on modifications to teachers’ written language than 
on modifying their oral language. This was a deliberate approach, based on the emphasis on 
written teaching resources in secondary education, and the increased emphasis on writing for
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assessing students’ academic progress. Additionally, teachers may have found the explicit and 
tangible modifications suggested for their written language resources easier to embrace than 
the recommended modifications to their oral language. These included such modifications as 
changing the rate of their oral delivery, reducing the amount of oral delivery at any one time 
or reducing their use of complex vocabulary and syntax. It is also possible that the teachers 
may not have placed equal emphasis on the elicitation of oral expression from their students 
as opposed to written expression.
Despite this perceived imbalance between the attention to written versus oral 
language in the program contents and implementation, and the lack of significant difference 
in the pre to post condition, it is however interesting to note interview-based observations 
from some of the trained teachers at post training. One teacher observed “In the classroom 
there 's far more interaction, with students giving their opinions and actually thinking about 
what’s being said. K [a learning support teacher] came in the other day and said she'd been 
away, and she asked them what they 'd been doing. They were quite able to say. “Well, we've 
learnt this, and this ”, so for that group o f kids it was pleasing. ” Another teacher made a 
similar comment: “The kids are far more willing to talk about the stuff because they think they 
understand it so much better, so they 're feeling more confident to say what they know. ” 
Similarly a Maths teacher observed, “By the end o f [the topic] I've noticed they 're using the 
words that are on the worksheet, they 're using the words more in class. I 'm so happy about it, 
when I hear them using the words I get excited". Some teachers noted that students were 
improving in their ability to talk about their knowledge and ideas, however were still 
struggling with the written component. A typical comment was “If I now ask them “What 
does this mean? ” they automatically can tell you what the word means, even though most o f 
them can 't write it ”.
It must be noted that these comments were made about whole classes of students, and 
not the targeted group of students with LI specifically. The observations are encouraging, 
even though they were not then reflected in the trained or control group students’ post and 
follow-up post training test results. It could be that students’ oral expression had improved
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within the classroom but in order to capture this, an alternative expressive language measure 
that examines classroom discourse may be more sensitive in measuring this type of outcome. 
The standardised test used for oral expression outcome measures (WIAT-II: Oral Expression) 
may not have been sensitive to changes in the students’ pragmatic use of language, creating a 
false negative, or Type II error, that is that the trained group students’ oral expression did in 
fact improve in some aspects, however not in ways detected by the assessment instrument. 
Teachers' anecdotal reports of students’ increased verbal engagement focused on such class 
activities as spontaneous topic discussions, recounting events, defining curricular words and 
answering questions. It could have been that a more relevant assessment tool would have been 
one targeting adolescent pragmatic language, and this is an area that could be addressed in 
future studies. However, the emphasis of this study was on the language of instruction, and 
students’ academic language, with the subsequent rationale for the use of the academically 
focused WIAT-II as the selected outcome measure.
In comparison to their oral language abilities, the students’ written expression 
abilities improved over the period of the training, and the level of improvement was 
maintained after a further period of time, based on results of the standardised assessment test 
(the WIAT-II). In this test, the written expression assessment includes a structured essay 
writing task, which was probably more reflective of the writing structure strategies modeled 
to the students by their teachers during the program. For this discussion of the students’ 
written expression results see previous section 4.3.1, p. 182-183.
One final aspect of the students’ oral expression results needs to be discussed. Oral 
language difficulties are known to be entrenched and persistent in young people with LI 
(Durkin & Conti-Ramsden, 2010; Ripley & Yuill, 2005; Snow & Powell, 2004). As SLPs we 
need to consider that while there is an increased emphasis on written expression in secondary 
education, the intransigent nature of oral language difficulties over the life span for 
individuals with LI also needs to be addressed. Oral language skills are crucial to the 
successful interpersonal and community functioning of young people, during and beyond 
schooling. An increased emphasis on oral language is advocated as an early intervention (e.g.
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Snow & Powell, 2008). The results of this study suggest that the oral language abilities of 
secondary students with LI need increased SLP attention, in both systems-wide and specialist 
programs. This could mean two things. Firstly, systems-wide approaches such as this 
intervention may need to coach teachers on how to elicit more oral expression from their 
students, both classroom based and outcomes based. This could include raising teachers’ 
awareness of the need to enhance the oral language abilities of their students in equal measure 
to their written expression. This emphasis might afford teachers with more opportunities to 
provide their students with feedback about their oral language competencies. Secondly, 
improving oral expression in students with LI may require specialist SLP programs beyond 
that realistically expected within a systems approach. These speculations certainly provide 
impetus and guidance for future research. Future research could also analyse the oral and 
written language environment of mainstream secondary classrooms, the impact this 
environment has on students with LI and ways in which to target oral language skills at the 
secondary education level.
4.3.5. Implications of the students’ follow-up results. The group of students whose 
teachers had received the training were re-tested, in line with the trained teachers, a period of 
time after the completion of the training. Recall that the research question was whether 
students would maintain improvements seen in the pre-post training period, in the longer 
term. During this three-month period, results showed a continued use of the language 
modification techniques by their teachers, despite there being no further support for the 
teachers from the SLP.
There were no significant differences between post to follow-up results on any of the 
WIAT-II subtests. This suggests that the students maintained their levels of improvement 
reached after their teachers had completed the training. A similar pattern was also observed in 
the supplemental analysis for the control group at their post to follow-up training conditions, 
results coinciding with those observed for the trained group of students.
The implication of these students’ results is that the teacher training program does 
have carry-over benefits to students with LI. However continued improvements in these areas
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were not found in the medium term. It is realistic to theorise that more intense, individualised 
and specialist services provided over time are needed to have a significant impact on the 
persistent language difficulties of adolescents with LI. It may be that a systems based 
approach on its own may not be sufficient to effect significant changes in entrenched and 
persistent LI.
4.4. Implications of this research for SLPs providing services to adolescents with 
LI
There are significant gaps in SLP services once children reach adolescence (Dockrell 
et al., 2006; Hollands et al., 2005; Law et al., 2000). There are also gaps in research involving 
systems-based interventions in educational settings (Law, Garrett, & Nye, 2010), and 
particular gaps in evidence-based studies targeting populations of adolescents with LI (Cirrin 
& Gillam, 2008; Ebbels et al., 2007; Nippold, 2010). SLPs providing services to populations 
of adolescents with LI can be encouraged by the results of this RCT, as it shows efficacy of a 
systems-wide, whole-of-school SLP service delivery.
It could be argued that this professionally collaborative program can be used as an 
approach to providing support to whole populations of secondary school students with LI, as 
one part of a delivery of services incorporating universal, targeted and specialist intervention 
approaches. The universal, targeted and specialist framework is referred to here based on the 
following definitions: Universal: Support and services routinely available to whole 
communities of children young people and their families; Targeted: Support and services 
aimed at particular groups of individuals, often provided through or accessed from within 
mainstream services; Specialist: Supports and services provided to individuals with acute, 
complex or high level needs (Moore, 2008). The RCT presented in this thesis could be 
described within this framework as a targeted intervention. If, in future iterations of this 
intervention, positive outcomes are found for all students irrespective of language status, by 
equipping teachers to make adaptations to their instructional language in the classroom the
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intervention could be considered as a universal intervention approach adopted by SLPs 
(Sanger, Mohling, & Stremlau, 2011).
With respect to caseload management it may be that an SLP has responsibility for a 
group of secondary schools and is looking for ways in which to provide the most effective 
service to as many students on the caseload as possible. The SLP may choose to implement a 
collaborative training program with groups of teachers as one aspect of a total management 
approach to providing supports to students with LI in the schools. The SLP is then in a 
position to allocate time to the provision of specialist services to the more complex cases or 
those with communication disorders other than LI.
Using a structured systems-based approach such as the one presented in this thesis 
enables large numbers of students with LI across whole schools to access language-friendly 
classrooms. Results from this study have provided evidence of a positive 'ripple-effect’ 
between teachers and from teachers to students. Trained teachers’ interview responses have 
indicated that the ideas have been shared with, and taken up by, teaching colleagues across 
the school. Student results suggest improvements in written expression and listening 
comprehension after teachers receive the intervention. Additionally, trained teachers have 
used the techniques with classes other than those targeted in the study, thereby having a 
potential positive impact on students with LI in other classes, and in other grades. This ripple 
effect may encourage SLPs to consider not only providing services to adolescents with LI but 
also that the impact can be measured and observed beyond an individual caseload clinical 
service delivery.
Traditional approaches to raising secondary school teachers’ awareness of the nature 
and impact of LI in school populations often involve SLPs provision of one-off professional 
development presentations. To have an impact on the learning skills of students, previous 
research has highlighted the need to provide sustained on-site professional development, with 
continued consultative monitoring of the up-take and application of new ideas by teachers 
(Cordingley, Bell, & Thomason, 2005: Guskey & Yoon, 2009; Yoon et al., 2007). SLPs may 
be informed by these guidelines offered from the field of education research. In this way
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SLPs could potentially maximise the impact of their professional expertise and time 
investment. Inclusive education policy requires teachers to provide equal educational 
opportunities for diverse groups of students in their classes, including those with LI (Horn & 
Banerjee, 2009; Shaddock, 2007). However, teachers have reported being under-supported in 
ways to adapt their teaching practices to address these students’ needs, and being unable to 
make the time to support students individually (Dockrell & Lindsay, 2001; Forlin, 2001; 
Pearce & Forlin, 2005). This makes training secondary classroom teachers by means of an on­
site collaborative training program in ways to support students with LI a particularly pertinent 
SLP approach to intervention.
Results of this study have shown that changes to teachers’ whole class instructional 
language-based teaching practices can have a positive impact on the language abilities of 
students with LI in their classes. SLPs can therefore encourage teachers to adopt these 
techniques in the longer-term, without compromising the delivery of essential curriculum 
content, and without placing unrealistic expectations on teachers to address students’ needs on 
an individual basis. It is suggested, based on the positive results, that, through making 
changes to their language-based teaching practices, trained teachers may feel empowered in 
their ability to address the needs of students with LI in inclusive classrooms environments.
The intervention was taken up by a group of teachers across a broad range of 
secondary school disciplines, including Maths, History, Science, Visual Arts, Physical 
Education, Agriculture and English. This has positive implications for SLPs desirous of 
supporting students with LI across all secondary school subject areas, and for encouraging 
schools to consider the importance of language across the total secondary curriculum.
Where an SLP is able to provide specialist-level services, whether within or outside 
class, or even outside the school, there are particular benefits to this training-based 
collaborative approach. By improving their ability to identify students with suspected LI, 
teachers are better positioned to refer cases to the SLP for assessment. Then there are aspects 
of the training that facilitate communication between the SLP and groups of teachers at a 
practical level. For instance, as part of the training, teachers adopted direct vocabulary
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instruction strategies. In this way many teachers could inform the SLP of topic content and 
key curriculum vocabulary ahead of the introduction of the topic in class, so that the SLP can 
incorporate pre-teaching of vocabulary and terminology into individual or group therapy 
programs (Ehren, 2002). Similarly, the SLP can consult with teachers on ways to implement 
therapy strategies and goals into clients’ regular classroom activities, and on ways to monitor 
clients’ progress through their performance on assignments and tests. By having both teachers 
and the SLP working in a truly collaborative manner, there are increased opportunities to 
provide a comprehensively supportive school environment for adolescents with LI. This has 
been previously identified as a potentially challenging aspect of the traditional ‘pudout’ 
model of SLP service delivery, especially in the secondary school environment (Gordon 
Pershey & Rapking, 2002; Larson & McKinley 2003a; Prelock, 2000).
The students in classes taught by the trained teachers made significant improvements 
in their written expression and oral comprehension abilities. This is encouraging for SLPs 
who are seeking ways to improve the language abilities of their adolescent clients. The results 
also present a professional challenge. SLPs traditionally focus on oral language in their 
treatment approaches, that is, oral expression and comprehension (Law et ah, 2010). Where 
the oral (listening) comprehension abilities of the trained group students significantly 
improved, the oral expression abilities of these students did not show similarly significant 
changes.
SLPs can consider the implication of these outcomes by adding complementary 
approaches to this training program that aim to improve the oral expressive abilities of their 
adolescent clients with LI. The need for students to develop and use good written language 
skills to demonstrate their knowledge and ideas during secondary education has been 
previously discussed (Section 4.3.1. Implications o f the students ’ written expression results). 
Since this is a highly important aspect of secondary students’ developing language ability, 
and a consistent area of difficulty for adolescents with LI, it is appropriate for SLPs to target 
their adolescent clients’ written expression difficulties. Indeed the emphasis on the need to 
support secondary students with learning disabilities’ written language was highlighted in the
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evidence-based intervention studies previously presented (1.5.1.2), specifically on reading 
comprehension (e.g. Bos & Anders, 1990; Malone & Mastropieri, 1992) and written 
expression (Wong et al., 1996).
However, it should not be an exclusionary approach, since the need to develop 
adequate oral expressive abilities is of equal, if not greater, importance, as a life skill in the 
wider social and workplace environment. Comprehensive SLP caseload management should 
therefore address both oral and written language needs of adolescents with LI. The reading 
comprehension results as previously discussed in more detail (Section 4.3.3. Implications o f 
the students ’ reading comprehension results) may also have implications for SLPs' practice.
It may be that adolescents with LI and associated on-going difficulties with reading 
comprehension need more direct and intensive support for this aspect of LI. SLPs may 
therefore consider addressing clients’ reading comprehension needs in their specialist, 
individualised treatment programs.
There are many positive implications arising from this study for SLPs providing 
services to populations of adolescents with LI. The intervention addresses the current 
professional climate where SLPs often feel challenged in finding effective ways to support 
adolescents with LI. This intervention could be used by SLPs as part of their approach to 
service delivery. Even if training teachers to modify their instructional practices is the only 
intervention, SLPs can feel positive that they are facilitating the creation of a more language- 
friendly and supportive learning environment for their adolescent clients.
4.5. Implications of this research for secondary schools supporting adolescents 
with LI
All mainstream secondary schools are likely to have populations of students with LI 
(McLeod & McKinnon, 2007). Even where school administrators and teaching staff are aware 
of the existence of these students, and the nature and impact of LI, they may consider that 
effective service provision is beyond the resource capabilities of their school. This perception 
may be based on traditional management approaches, where an SLP provides individualised
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treatment programs for caseloads of identified students. Even though this is a desirable aspect 
of a comprehensive SLP service delivery, resources are significantly limited at the secondary 
school level (Dockrell et ah, 2006; Hollands et al., 2005; Law et al., 2000). Building on the 
need to look more broadly at SLP service delivery models during the adolescent years, this 
study has confirmed the efficacy of a whole school approach to supporting populations of 
secondary school students with LI. Results support the concept that a short-term and intensive 
time investment by an SLP and a group of classroom teachers can have a sustained and 
significant impact across the whole school community in the longer term.
In this systems-based approach to SLP intervention, the mainstream classroom 
became the focus of attention, and teachers became active support providers for students with 
LI within the classroom environment. School administrators interested in building staff 
capacity may be particularly encouraged by the positive results of the RCT, given the 
evidence of a carry-over effect to the wider school community. This flow-on effect occurred 
in many ways. The trained teachers reported using the techniques, not only in the classes that 
were targeted in the study, but also with other student groups in the same and different grades. 
The trained teachers also shared ideas and techniques from the intervention with teaching 
colleagues across the whole school community. Ideas were shared in informal settings, such 
as in staff rooms, as well as in more formal settings such as intra- and inter-departmental staff 
meetings.
The implication of these findings is that schools may consider using this approach as 
a means of supporting whole populations of students with LI across whole school 
communities. Similar to caseload management approach decisions made by SLPs, this 
approach could be adopted by school administrators as a stand-alone intervention, or as part 
of a more comprehensive management approach involving an additional SLP service at the 
more specialist, individualised caseload level. These school executive-level management 
decisions commonly depend on competing priorities and available resources. Regardless of 
the total management approach, however, secondary school administrators could be re­
assured that by implementing the intervention in their schools that they are promoting a
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quality inclusive learning environment for students with additional learning needs, including 
LI, while also supporting the professional development needs of their teachers.
4.6. International guidelines for supporting young people with LI.
Guided by international conceptual frameworks for supporting populations with 
disability, as outlined in Chapter 1, 1.5.1.1, the needs of children and adolescents with 
communication impairment, including LI, are identified in international legislation and policy 
developments. This section will explore relevant legislation, policy and systems-wide 
developments in the United Kingdom, the United States and Australia.
4.6.1. Legislation and policy developments impacting adolescent LI service 
delivery in the United Kingdom (UK). The last decade has seen a great deal of attention 
paid to the provision of services to children and adolescents with communication impairment, 
including LI, at governmental policy levels in the UK. The general term most frequently used 
in the UK to describe this population is individuals with speech, language and communication 
needs (SLCNs). Fundamental to the identification of young people with SLCN is the process 
of obtaining an assessment of special education needs. This process is referred to as 
‘Statementing’, and is governed by a Code of Practice for Special Education Needs (SEN) 
(Department for Education and Skills, 2001). The process of statementing identifies the 
service needs for children and adolescents with complex SLCN, which frequently includes LI. 
Children are assessed at as early an age as possible, and subsequently have legal rights to the 
access of appropriate support services throughout their primary and secondary education.
An associated UK government policy paper, Removing Barriers to Achievement 
(Department for Education and Skills, 2004) highlighted the gaps in services for students at 
Key Stage 4, which is the equivalent academic stage of Years 10-12 in Australia. It was felt 
that this stage was a priority for attention because “...many young people with SEN (Special 
Education Needs) become seriously disengaged with learning and leave school with few or no 
qualifications...” (Department for Education and Skills, 2004, p. 65).
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In 2007, the UK Department of Children, Schools and Families created and published 
the Inclusion Development Programme (Department for Children, Schools and Families, 
2007). The overarching ethos of the program was to narrow the underachievement gap for 
school-aged children and adolescents with SLCN in mainstream classes. A particular aim of 
the program was to provide training to mainstream teachers in ways to adapt their inclusive 
teaching practices, to support students with SLCN in their classes.
Building on the process of statementing and government policies identifying the 
needs of school-age children with SEN and SLCN, including LI, there followed a series of 
government policy initiatives, including Every Child Matters (Department for Education and 
Skills, 2003), Getting it Right for Every Child (The Scottish Government, 2008), and The 
Bercow Report (Bercow, 2008). The latter report, subtitled ‘A review o f services for children 
and young people (0-19) with speech, language and communication needs ’, identified a series 
of recommendations to improve the awareness of, and delivery of services to, all young 
people in England with communication impairments. One of the areas highlighted in this 
review was the decrease in SLP services at the secondary school level. As a result one of the 
recommendations of the report was that “...the Government reinforces its inclusive approach 
to SEN in the revised secondary curriculum by preparing and disseminating widely 
exemplifications of the effective removal of barriers for pupils with SLCN, in line with the 
principles of the National Curriculum inclusion statement” (Bercow, 2008, p. 29).
4.6.2. Legislation, policy and systems-wide developments impacting adolescent 
LI service delivery in the United States of America (USA). There have been a number of 
national legislative, policy and systems-wide developments instigated over the last decade in 
the USA that have applicability to improving services to secondary school students with LI. 
The first of these was the No Child Left Behind Act (US Department of Education, 2001) that 
aimed to increase the accountability of all government-funded schools to provide equitable 
education to all students, and meet specified standards in key areas such as literacy and 
numeracy. This was followed by the Individuals with Disabilities Education Improvement Act
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(US Department of Education, 2004), established to ensure that all children and adolescents 
with disabilities, living in the USA, receive appropriate education support services.
The Response to Intervention (RTI) model (US Department of Education, 2004; 
National Center on Response to Intervention, 2011) was developed to provide a general 
intervention framework, so that educators could meet the educational rights of students with 
disabilities. The approach addresses the prevention and identification of learning disability, 
and has been adopted by many school districts in the USA to provide support to students with 
additional learning needs (Fuchs et al., 2003).
The RTI tiered model of intervention represents levels of support for all students with 
additional learning needs, including LI, delivered by multidisciplinary teams that often 
include SLPs (Sanger, Mohling, & Stremlau, 2011). These tiered levels correspond to the 
universal, target and specialist levels of intervention referred to in earlier sections of this 
thesis. At the first (universal) level, all students receive evidence-based instruction, and 
students’ progress is monitored. At the second (targeted) level, those students who are not 
making the expected progress receive targeted support and specific interventions. Their 
progress continues to be monitored, and if it is still of concern, these students then receive 
specialised support (Duffy, 2011). With a current main focus of the RTI approach on 
developing students’ literacy, particularly in the primary school years, SLPs are being urged 
to adopt the tiered RTI approach to address the prevention and identification of LI (Ehren & 
Nelson, 2005), including at the secondary education level (Ehren & Whitmire, 2009).
The intervention presented in this thesis relates well to the second (targeted) level of 
intervention in the RTI framework at the secondary education level, with teachers providing 
support to whole populations of secondary students with language needs. The program also 
provides structure for the monitoring of targeted students’ progress, through, for example, 
teacher-delivered pre and post topic vocabulary tests.
These developments in the UK and USA at national and regional levels serve to ensure 
that SLPs have robust guidelines and support for the provision of services to children and 
adolescents with communication disorders. The following section outlines government level
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legislation, policies and intervention guidelines in Australia as they apply to populations of 
adolescents with LI.
4.6.3. Legislation and policy developments impacting adolescent LI service 
delivery in Australia. The previous sections have outlined developments and initiatives in 
the UK and the USA that directly address the support needs of children and adolescents with 
LI, whether of known or unknown origin. However, in Australia there are no similar national 
legislations or policies in place that address the support needs of young people with 
communication impairment of unknown origin, such as LI (McLeod, Press, & Phelan, 2010). 
There are two Commonwealth of Australia Acts that provide legislation for young people 
with disability: the Disability Services Act (Australian Government, 1986) and the later 
Disability Discrimination Act (Australian Government, 1992). A further development in 
legislation eventuated in 2005 with the Commonwealth Government passing the Disability 
Standards for Education. supplementary to the Disability Discrimination Act (Australian 
Government, 2005). The most recent development at the national level has been the 
formulation of the National Disability Strategy (Council of Australian Governments, 2011) 
that presents a long term and wide ranging national plan for Australians with disability, their 
families and carers. Despite these acts and policy guidelines identifying how education is to 
be made accessible to all students with disabilities, language disability is to date not 
recognised by the Commonwealth of Australia as a specific disability for funding and service 
provision purposes.
Each Australian State and Territory is mandated by the Commonwealth of Australia 
to define their own policies and guidelines for disability services. As such, there is a great 
deal of inconsistency and disparity across Australian States and Territories. The differences in 
policy regulating the identification and services for children and adolescents with LI is clearly 
outlined by Speech Pathology Australia (SPA) (2006):
“In Western Australia, South Australia and Victoria, guidelines for assessment of 
school-aged students for language disorder and therefore access to funding from their 
education departments have been or are being revised. In Northern Territory,
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Tasmania and New South Wales, school-aged students with language impairments 
access programs and are not labeled to receive individualized funding support. 
Currently Education Queensland and the Australian Capital Territory Department of 
Education and Training use inclusionary (e.g. language skills at least two standard 
deviations from the mean) and exclusionary criteria (e.g. no evidence of hearing 
impairment) to identify a student with language impairment to receive individualised 
funding” (Speech Pathology Australia, 2006, p. 2).
The criteria established by the Victorian Department of Education and Early Childhood 
Development for funding eligibility for students with ‘...severe language disorder with 
critical educational needs...” are language test scores of three or more standard deviations 
below the mean (State Government of Victoria, 2011), which in reality refers to just 0.1% of 
the total student population. The standard criteria used by SLPs for diagnosing LI is a verbal 
score of =/< Standard Score (SS) 85, that is at least 1 standard deviation (SD) below the 
norm, and a non-verbal score of=/> SS 85 (Plante, 1998; Stark & Tallal, 1981). Others use 
SD -1.25 (e.g. Snowling et al., 2000; Tomblin et ah, 1997). Based on the SD -1.25 criteria, LI 
affects about 7.4% of the population (Tomblin et ah, 1997). When all of these factors are 
considered it would seem that applying a verbal score criteria of three standard deviations 
below the mean is significantly out of line with accepted diagnostic criteria, and is driven by 
economic rather than empirical factors.
Taking these Australia-wide service delivery factors in combination, adolescents with 
LI have significantly restricted access to SLP services. Even in the state of Queensland where 
SLP services are mandated at all levels of education (Education Queensland, 2010), services 
at the secondary level decrease significantly (Hollands et ah, 2005). Even if families of young 
people with LI are able to access private SLP services, it is generally recognised that there are 
fewer SLPs offering services to young people over the age of 12 relative to other paediatric 
age groups. In summary, most secondary school students with LI in Australia will be 
attending mainstream classes, and very few will be accessing SLP services, future directions
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in the provision of services to adolescents with LI across Australia will need to address the 
implications of these policy and service delivery challenges.
4.7. Implications of international legislative, policy and systems-wide 
developments for the support of Australian adolescents with LI.
4.7.1. Policy and systems-wide directions. Firstly, to ensure that SLPs in Australia 
act as true advocates for adolescent clients, there needs to be professional involvement at all 
legislative, government policy and systems-wide intervention opportunities. The previous 
section has identified concerning gaps in the recognition of LI as a disability at Australian 
Commonwealth, State and Territory government levels. SLPs can advocate for adolescents 
with LI, from lobbying at government representation levels to raising general community 
awareness including developing resources and convening adolescent Li-specific conferences 
and discussion forums. Additionally SLPs could ensure the involvement of adolescents and 
young adults with LI at all levels of consultation concerning policy developments and service 
provision for those with LI. Indeed, SLPs have an important role in providing relevant 
opportunities and then assisting young people with language difficulties to express themselves 
clearly in such situations. In this way the authenticity and relevance of policy developments 
and service initiatives for the primary stakeholders, i.e. young people with LI, are ensured 
(Palikara et ah, 2009). There are useful precedents from related fields, where children and 
adolescents have been consulted about their experiences of learning and attention difficulties 
(e.g. Singh et ah, 2010).
4.7.2. Systems-based interventions. As previously described, most adolescents with 
LI living in Australia attend mainstream secondary schools, and many of their language-based 
difficulties are encountered in the school environment. These include disengagement with 
regular classroom activities and poor academic progress (Dockrell & Lindsay, 2007), due in 
part to the increasingly complex demands of the secondary classroom on their receptive and 
expressive language skills (Nippold, 2007; Whitmire, 2000). The research described in this 
thesis has demonstrated that an intervention that targets mainstream secondary teachers’
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language-based teaching practices can have a significant impact on the receptive and 
expressive language abilities of students with LI in their classes. The study has also 
highlighted the benefits of a collaborative relationship between SLPs and mainstream 
secondary teachers, where teachers are empowered to take a primary role in supporting the 
students with LI in their classes. Future developments in SLP service delivery can build on 
these findings to create and implement systems-based interventions to support secondary 
school students with LI in inclusive education environments.
The following are some recommendations for developments in service delivery at a 
systemic level, arising from the findings of this study.
• National inquiries and service mandates: SPA, in their 2010 election platform 
called upon all political parties to commit to supporting populations of Australians 
with communication disorders (SPA, 2010b). As an example SPA has urged all 
parties to consider mandating universal access to SLP services for all pre-school and 
school-aged children with speech and language disorders. Additionally, SPA is 
recommending a national inquiry into the social and economic impact of 
communication and swallowing disorders. SLPs at state and local levels can build on 
such advocacy initiatives to ensure that adolescent populations with speech and 
language disorders are represented in all inquiries and proposed mandated services.
As an example of the way in which SLPs can respond to government inquiries, a 
submission was made to the NSW Parliamentary Inquiry into Children and Young 
People 9-14 Years in NSW in 2008, on behalf of school-age children and adolescents 
with language disability in NSW. This document is included as Appendix E.
• SLPs as advocates: Advocacy is a key role for SLPs seeking effective ways to 
address the needs of adolescent clients. In Australia, advocacy for all individuals with 
communication disorder is a primary role of the national peak body, SPA. This 
association produces publications available to professionals and the general public 
that present information on such topics as the nature and impact of such 
communication disorders as LI at all ages (e.g. SPA, 2011a; SPA 201 lb), and the role
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of SLPs in mental health services (SPA, 2010a,). There is a strong relationship 
between communication disorders such as LI and mental health, with individuals at 
risk of such mental health problems as anxiety and depression (Law et ah, 2009; 
Snow, 2009; SPA, 2010a). To date, though, a position paper on the nature and impact 
of communication disorders, including LI, during adolescence has yet to be 
developed. This could occur in conjunction with other adolescent-population focused 
initiatives, such as launching a special theme for Speech Pathology Week, SPA’s 
main Public Affairs annual national campaign.
Peak advocacy groups: Peak advocacy groups such as the Learning Difficulties 
Coalition of NSW (LDC) and Specific Learning Difficulties (SPELD) Associations 
also pay specific attention to the needs of children and adolescents with all types of 
learning difficulties. The national organisation Australian Research Alliance for 
Children and Youth (ARACY) is a peak advocacy body that promotes the health and 
wellbeing of children and young people. Such youth advocacy organisations, 
informed by SLPs, could also ensure that public awareness is raised about the nature 
and impact of LI in adolescence.
Social and emotional support: Adolescents with LI may experience social and 
emotional difficulties (e.g. Durkin & Conti-Ramsden, 2010; Law, 2009). SLPs can 
consider extending the impact of their service provision by implementing targeted 
level programs in different environments, to ensure that they are meeting the many 
different needs of their adolescent clients. In the school environment, SLPs could 
implement programs that facilitate the creation of communication friendly schools; in 
the social environment they can link their clients with communication supportive 
youth groups and other socially oriented organisations.
Adolescent communication screening tool: The lack of prevalence data for 
adolescent populations with LI has been discussed earlier in this thesis (Chapter 1, 
Section 1.2.). The creation and implementation of a communication skills screening
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for all students entering secondary school would ensure the identification of 
individuals with communication disorders, including LI. This is of crucial importance 
for driving appropriate and adequate service provision throughout secondary 
education.
4.8. Study Limitations
4.8.1. Limitations involving teacher participants. There were two main groups of 
participants in the study, a primary group of teachers and a secondary group of students 
identified with LI. The sample size of the primary cohort of teachers was 13, with 7 in the 
trained group and 6 in the control group; the sample size for the students was 43, with 22 in 
the trained group and 21 in the control group. The sample size of the primary group of 
teachers could be seen as a limitation, being possibly too small to measure treatment effects. 
However the sample size was determined on the basis of a power analysis, with power set at 
0.8 and alpha at 0.05. The power analysis factored in a 20% rate of attrition, where in fact 
there was a 0% attrition rate for the teachers, and a 4% attrition rate for each of the student 
groups. Group equivalence was achieved for both sets of participants (teachers and students). 
Since statistically significant effects were achieved for both teacher and student groups when 
compared with their respective control groups, adequate power was achieved. The effects of 
the intervention across different teacher groups are yet to be determined.
Obtaining information on the teachers’ pre-existing use or non-use of language 
modification techniques was challenging. As part of the pre training interview protocol, the 
teachers were asked if they used language modification techniques in their regular teaching 
practices. All teachers in both groups stated that they were not using any such techniques. It is 
possible, though, that at least some of the teachers were using these types of techniques in 
their teaching practices, however were just unfamiliar with the term “language modification 
techniques”. Even though this may be the case, it was subsequently made evident that, over 
the course of the study, the trained teachers knew more and expressed more about “language
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modification techniques” in their interviews while the control group of untrained teachers 
continued not to do so.
A further limitation in relation to the teacher participants was the inability to record 
teachers in their classrooms. It would have been beneficial to make audio-visual recordings of 
teachers using the techniques in their classrooms, to assist in subsequent discussions and for 
data analysis and record keeping purposes. Due to confidentiality issues pertaining to students 
in the classes, permission to do this was denied by the New South Wales Department of 
Education and Training, as part of the process of obtaining permission to conduct research in 
government schools.
4.8.2. Limitations involving student participants. A similar confidentiality 
restriction was imposed by the Department in relation to the student participants. The 
researcher was not permitted access to information about the past health and education history 
of the students, other than information that was readily available at the school. This available 
information was restricted to each student’s date of birth, and the family’s cultural 
background. Therefore it was not possible to ascertain such background information as details 
of previously diagnosed LI, or students’ previous SLP intervention and/or other learning 
support histories. Much of this information could have been gathered from parental interview, 
had that been allowed. The two schools were able to provide recent information, such as the 
fact that none of the students were attending SLP services outside school (there were no SLP 
services available within either school), as well as external language and literacy test results 
from the previous academic year.
4.9. Recommendations for Future Research
This study contributes valuable empirical and clinical information to the SLP 
profession, as well as to the field of secondary education and language-based learning 
disability. During the course of the study, many recommendations for future research have 
been identified. These will be outlined as they apply to the distinct groups involved with this 
study.
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4.9.1. Future research targeting mainstream secondary teachers. This study 
evaluated the uptake of an intervention by a group of mainstream secondary school teachers. 
The rationale was to focus on ‘language across the curriculum’, and it was outside the scope 
of the study to collect data on individual teacher and subject differences, as well as on the 
uptake of different techniques within the program. The relative contribution of these issues to 
the intervention effects would all be valuable areas for further research, for instance the 
effects on results of different curricular subjects, teachers’ levels of training and teaching 
experience, individual teachers’ preferences for specific techniques, and comparisons between 
specific language modification techniques. Future research could also study the impact of 
different interventionists and school demographics on teacher outcomes.
Trained teachers were tested immediately after the training as well as approximately 
three months after the completion of the training, during which there was no further training 
or any other contact with the SLP. Results demonstrated a sustained use of the techniques by 
the teachers during that period. However, future research could follow up the trained teachers 
after a longer period of time. This would ascertain whether they were continuing to use the 
suite of instructional techniques in the longer term. Extended follow-up testing could also 
evaluate such issues as which specific techniques had become the most useful, whether any 
modifications had been made to the intervention by teachers and for what reasons, and 
whether there were any changes in the impact of the intervention on populations of students 
with LI, as well as across whole school communities.
4.9.2. Future research targeting secondary school students with LI. In a similar 
fashion to the pre and post testing of groups of teachers, the scope of the study aimed to find 
out whether significant changes were made to the language abilities of whole groups of 
students. The decision to target students’ fundamental oral and written language abilities was 
made because this would be a powerful demonstration of efficacy and easy replicability by 
other research teams. However, future research could investigate the impact of teachers’ use 
of instructional language modification techniques on the academic abilities of students with 
LI, as this would have equal empirical relevance. An additional and related area could be a
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comparison between changes in the language and/or academic outcomes of students with LI 
and those for students with no LI. This would involve an evaluation of the nature of the 
intervention as a facilitator of change at a whole-class level, and whether this “normalises” 
the learning environment for students with LI. In a similar vein, studies could investigate the 
nature of academic discourse in secondary school classrooms as it relates to both oral and 
written language, and how this impacts students with LI.
It would also be of significant interest if future studies were to evaluate the impact of 
changes in teachers' instructional practices on the psychosocial status of students with LI. For 
example, are any changes observed in the students’ engagement in class activities? Are the 
students staying on task more, and undertaking and completing more assignments? Are there 
explicit signs of more positive attitudes to attending school, such as increased attendance, 
fewer suspensions, and better communication with school staff? Current clinical sample 
studies are providing behavioural, social and emotional profiles of adolescents with persistent 
LI (Beitchman et ah, 2001; Brinton et ah, 2010; Clegg et al, 2005; Durkin & Conti-Ramsden, 
2010; Law et ah, 2009; Ripley & Yuill, 2005; Snow & Powell, 2009). Research evaluating 
the impact of a systems-based professionally collaborative intervention on the psychosocial 
wellbeing of adolescents with LI during their school life would be of significant value.
Building on the suggested efficacy of the intervention resulting from this study, future 
researchers could move from the ‘early efficacy’ phase of research to a ‘later efficacy’ phase 
involving larger participant numbers (Fey & Finestack, 2009). Ultimately the intervention 
could undergo research at an ‘effectiveness’ level, where the intervention is generalised to a 
larger sample and/or compared to another intervention (Fey & Finestack, 2009). This would 
provide an even more robust evidence base for the intervention to be considered useful for 
clinical practice, and information about the populations that would benefit most from the 
treatment (Robey, 2004).
4.9.3. Future research targeting the delivery of SLP services to adolescents with
LI. This study investigated one approach that can be taken by SLPs providing services to 
adolescents with LI. Future studies can usefully conduct comparisons between different
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models of service delivery supporting this population. Comparisons could be made, for 
instance, between systems-based collaborations between SLPs and teachers, such as the 
intervention presented in this study, and the more traditional SLP approaches with individual 
clients. Does this type of collaborative approach work better with the SLP working alongside 
a teacher in the classroom, or, as presented in this model, by the SLP training teachers who 
then apply the strategies in their regular teaching practices? Are the best outcomes seen in a 
comprehensive treatment approach that encompasses elements of universal, targeted and 
specialist approaches?
The intervention evaluated in this study was developed, implemented and evaluated 
to assist in closing the significant gaps in research in adolescent LI, including the “...paucity 
of evidence-based studies regarding the treatment of adolescent language disorders...” 
identified by Nippold (2010, p. 137). Future researchers can build on the positive results of 
this RCT by replicating the study using a different interventionist and setting. This would 
ensure that the intervention could then be used by SLPs as a robustly evidence-based 
resource. Another overall objective of this study is to encourage further discussion and future 
empirical and clinical research in the field of LI during adolescence. To stimulate even 
broader discussion, the next chapter explores national and international policy and systems- 
level developments in service provision to adolescents with LI.
4.10. Concluding Remarks
UNICEF highlights adolescents as a population in danger of being overlooked on the 
international policy development agenda (UNICEF, 2011). Similarly the SLP profession, both 
nationally and internationally, is in danger of overlooking the significant numbers of 
adolescents with impaired language abilities. This is despite clear evidence that there is an 
urgent need for this population to receive our professional attention.
The main goal in embarking on this postgraduate study was to address an identified 
gap in SLP applied clinical research involving adolescent populations. The development and 
trialing of the collaborative intervention arose out of an identified need to provide realistic
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and proactive supportive services to young people with LI. Results of the trial demonstrated 
that, by approaching the intervention challenge from a classroom-based perspective, it is 
possible to support secondary students with LI at a systems-wide level.
The identification of gaps in knowledge and awareness of the nature, impact and 
methods of supporting adolescents with LI across Australian communities has led to the 
publication of two papers in Australian journals. One targeted SLPs providing services to this 
population, and the other targeted whole-school staff at the secondary level. The 
demonstrated efficacy of the intervention means that it can now be used and evaluated by 
other SLPs for supporting whole populations of adolescents with LI. Additionally it is hoped 
that SLPs will be encouraged to close the research gap by undertaking further much-needed 
intervention research into how to best support adolescents with LI. To serve this population 
effectively we need to inject some energy into professional discussions and solutions, and I 
hope that this research, and the publications arising from it, will contribute to future dialogue.
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APPENDIX A
The LINCS (Language in Classrooms) Program Manual (Starling, unpublished
manuscript, 2008)
SECTION 1: LINCS Program Overview
The LINCS Program  (Language In Classrooms)
The LINCS Program was originally developed as a joint initiative of Hoxton Park High 
School, Sydney, and the University of Sydney, Discipline of Speech Pathology, to 
address the needs of secondary school students with language-based learning 
difficulties. The main goals of the program, based on a collaborative model of 
service delivery, are:
• To work as teams, to improve students’ language and literacy in all subject 
areas
• To involve the whole school (i.e. all subjects and grade levels) in focusing on 
the role of language and literacy in teaching and learning
• To develop a range of sustainable strategies and resources involving 
teaching and learning adaptations, modifications and accommodations, in 
order to facilitate all students’ access to the curriculum, and
• To target the early identification of, and intervention for, language-based 
learning difficulties.
Language-Based Learning Difficulties
To have good language ability means that we understand what words mean, have a 
broad enough vocabulary to express ourselves verbally and in writing, and 
understand written language. Language is considered to be an essential component 
of learning in the high school environment, as students are expected to be able to 
speak, listen, understand, read and write at curriculum-specific levels. Many 
important changes take place in all aspects of adolescent development, and 
language undergoes some significant developments into higher-order, more abstract, 
complex and analytical thinking, and verbal and written expression.
There is well-documented evidence that the majority of young people with learning 
difficulties have an underlying problem with the understanding and use of language. 
These problems are often referred to as “language-based learning difficulties”, and 
international prevalence studies indicate that they affect between 10 and 16% of
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children and adolescents (Beitchman et al., 1994; Conti-Ramsden, Simkin, & Botting, 
2006). A recent Australian study to determine the prevalence o f communication 
disorders and other learning needs, involving close to 30.000 Sydney primary and 
high school children, identified 17.93% (wave 1) and 19.10% (wave 2) o f all school- 
age children sampled as having a specific learning difficulty, and 13.04% (wave 1) 
and 12.40% (wave 2) o f all school-age children sampled as having a communication 
disorder (McLeod & McKinnon, 2007). The study identified up to 16% o f secondary 
school students as having communication disorders, most o f which were language- 
based disorders.
Even though young people with language disability are assessed as having average to 
above average intelligence, they have problems understanding and expressing 
themselves in their primary language, as well as significant problems with all aspects 
of reading and writing. Language-based learning difficulties are also associated with 
attentional problems such as ADHD, specific learning difficulties such as dyslexia, 
psychosocial problems such as anxiety and depression, and pervasive developmental 
disorders such as Autism Spectrum Disorders. These young people will experience 
some or all o f the following problems in the school and social environment: 
o Being consistently behind in curriculum knowledge in all subjects 
o Having significant problems with listening and reading 
comprehension, as well as oral and written expression 
o Regularly experiencing disadvantage and failure in oral and written 
tests and exams
o Being frequently identified as having behavioural problems, and/or 
social skills problems.
Students with an underlying language difficulty often develop unhelpful behaviours in 
the challenging school setting. They may exhibit distracting behaviours to cover up 
their problems. Others may become withdrawn so as not to draw attention to their 
difficulties. Either way these students are often misrepresented as primarily having 
adjustment or behavioural issues, and the underlying language disability is often 
unidentified or under-addressed.
Long Term Implications
Recent research demonstrates that language-based learning difficulties (LLD) are 
life-long (Clegg, Hollis, Mawhood, & Rutter, 2005; Nippold & Schwarz 2002), and that 
school age children and adolescents with language and literacy difficulty are at 
particular risk of significant academic, social, emotional and behavioural problems. 
These children are at risk of being marginalised from their peer group, developing 
significant mental health problems, and experiencing academic failure, leaving them 
vulnerable to leaving school early and facing challenges in finding employment. 
Psychosocial studies emphasise academic failure as a significant risk, which along 
with substance abuse, unemployment and juvenile offending have the greatest long­
term psychosocial impact on adolescents with LLD. There are many current studies 
that are identifying underlying language-based learning difficulties in juvenile offender 
and psychiatric services populations (Clegg et al. 2005; Naylor, Staskowski, Kenney, 
& King. 1994; Snow & Powell, 2004).
Collaboration between Speech Pathologists and Secondary School Teachers
The majority of the secondary curriculum, between 80-90%, is presented through 
spoken and written language (Patchell & Treloar, 1997). Traditionally assistance, if it 
exists, has been provided to students with language disabilities through individual
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sessions with learning support teachers and/or speech pathologists (Larson & 
McKinley, 2003). Apart from the obvious difficulties of implementing this type of 
intervention, such as a chronic lack of professional resources available particularly at 
the secondary school level, there is research to support that this mode of delivering 
speech pathology service within a high school has its limitations in addressing the 
needs of the target population:
• The nature and setting of the high school environment means that students 
have to interact with many different teachers across different subjects 
throughout the day so it can be difficult to factor speech pathology 
intervention within this environment.
• The high school setting is complex and poses barriers for scheduling these 
therapy times in an already busy timetable.
• The therapy process is limited when intervention can only occur in a specified 
time period during the week as opposed to ongoing intervention throughout 
the day.
• There is a potential for discontinuity between the instructions provided in 
therapy and within the classroom.
• Adolescents are often reluctant to participate in the therapy process. For 
instance, during the adolescent period there is more of a focus on social 
aspects of life rather than school requirements.
• Removal of a student makes him/her appear different to their peers when 
they are at an age when the desire to conform is at it’s highest, and there is a 
fear of the stigma that often comes with being labeled as “having a learning 
difficulty”.
• Students are expected to catch up on what they missed when they generally 
are the students least able to catch up easily.
Research however has demonstrated the effectiveness of a collaborative service 
delivery model (Prelock, 2000; Throneburg, Calvert, Sturm, Paramboukas, & Paul. 
2000). Collaboration with many teachers across a range of subjects makes good use 
of often limited resources, and provides an effective way to respond to the students’ 
changing needs (Patchell & Treloar, 1997). Collaborative intervention programs 
between teachers and speech pathologists have resulted in:
• An increased exchange of ideas between the two professions, resulting in 
strong team relationships.
• Teachers and speech pathologists developing a better understanding of each 
other’s skills and expertise.
• Teachers providing information regarding curricular goals and vocabulary 
ensuring any changes have immediate academic relevance.
• Speech pathologists providing information regarding students’ communication 
needs and strategies to increase classroom success.
• Teachers directly implementing these strategies in subsequent classes.
• Teachers incorporating carryover techniques providing opportunities for 
students to practice what they’ve learnt.
• Students having access to strategies that will help them manage their 
language disability without having to be withdrawn from class.
• Facilitating the improvement of oral and written language skills in all students.
(Throneburg et. al., 2000).
The LINCS Program is based on a collaborative approach to targeting students with 
a language-based learning difficulty. This means that speech pathologists are 
working directly and collaboratively with teachers and are serving as a resource in 
helping students.
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The LINCS Program: Summary of targets
1. Curriculum Access
Students with language difficulty often do not gain the knowledge and skills needed 
to understand and learn from the secondary curriculum. Underpinning curriculum 
accessibility is the philosophy that curriculum content should be presented in such a 
way that all students can succeed (NSW Department of Education and Training, 
2003). Thus, making the curriculum more accessible aims to:
• Reduce the negative effects of failure (students with language difficulty may not 
even attempt a task if it appears obvious that they will not be able to successfully 
complete it), therefore aiming for increasing the possibility of academic success.
• Engage students in work that is worthwhile, meaningful, relevant and results- 
oriented.
Teachers are often wary of modifying the curriculum, feeling that they are not 
fulfilling Board of Studies directives or that they are being unfair to other students. 
However, the idea of increasing accessibility to the curriculum involves learning 
instructional language modification techniques that are applied to teaching practices, 
rather than changing the actual curriculum content. Additionally, curriculum 
accessibility involves having realistic expectations of what each student can achieve, 
and the amount of support needed for the task, thereby giving the targeted students the 
right tools to become more able learners.
Such strategies, often incorporating generally useful ideas for effective teaching, can 
be used to improve curriculum access for the benefit of the entire class, along with 
targeted students (Patchell & Hand, 1993). The program includes examples of topic 
worksheet, assessment and test paper modifications, and a module on raising 
teachers’ and students’ awareness of learning and teaching styles.
2. Teachers’ Written and Spoken Communication
Communication is a fundamental aspect of teaching and learning. Teachers spend 
more time with students each day than any other professional, and are therefore the 
most important ingredient in the recipe for improvement and success for students 
with language difficulty.
Most classroom teaching and learning (between 75-90%) occurs verbally and in 
written form. Language impaired students frequently have problems understanding, 
analysing and storing oral and written information, and therefore struggle to learn 
effectively in this environment.
Teachers can therefore make learning tasks less complex and challenging for 
targeted students by implementing strategies to ensure clear and effective 
communication in the classroom. Students can also develop a range of strategies, 
so that they can express themselves more effectively in oral and written work. 
Accommodations such as simplifying language, reducing the amount of information 
presented at one time, and avoiding the use of ambiguous or sarcastic language, as 
well as ensuring important information is presented in written as well as verbal form, 
can have far reaching effects on the way language-disabled students process and 
retain information.
3. Students’ Organisation Skills
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Students with language difficulties have difficulty organising and remembering 
information, and are often unable to use or devise strategies to cope with the fast 
paced, busy and confusing environment of high school (Ehren, 2000). They are 
often disorganised in many facets of school life, due to difficulties with organising 
their thoughts and ideas. Specifically, they are:
• Disorganised in time, for example they are often late to class or don’t know 
where they should be, waste time or are slow to get started in class, and cannot 
plan how long it will take to complete a task.
• Disorganised with possessions, for example they do not bring the appropriate 
equipment and books to class, and frequently lose things.
• Disorganised in place. Many students with language difficulty struggle to adapt to 
the change in high school timetabling, or cannot adapt to changes in routine
• Disorganised in structuring of work: Often because they do not understand what 
the task requires of them, or cannot find a “starting point” for their work, these 
students have difficulty sequencing ideas, or lose track of what they are doing, 
so that their written work is often disjointed and incomplete. (Brent, Gough & 
Robinson, 2001)
This lack of organisation limits their potential for learning. Therefore, providing 
students with strategies to improve their organisational skills aims to equip them with 
the skills necessary to tackle the increasingly complex demands of high school life.
The program includes examples of resources for developing better organisational 
ability in students, such as study checklists, and in-class materials check lists for a 
range of classes. Other resources address assisting students with the organisation 
of thoughts and ideas for spoken and written work, such as for giving an oral 
presentation, writing definitions, making a diary entry and writing essays.
The LINCS Program: Summary of contents
In summary, the LINCS Program will provide training to teachers in the use of a 
range of instructional language modification techniques that can be applied to their 
regular classroom teaching practices. Even though there is a great deal of overlap 
between the different techniques and their application, they are categorized in the 
following four ways:
1. Teachers’ written language
2. Teachers’ oral language
3. Students’ Information processing
4. Direct vocabulary instruction
1. Teachers’ written language.
Mainstream secondary school teachers present curricular information in the written 
form through the use of topic information sheets, worksheets and assignment sheets. 
Written language modification techniques are presented that address aspects of 
teachers’ written language such as the complexity and unfamiliarity of vocabulary, 
sentence length and complexity, clarity of instructions and sequencing of information.
Teachers will be trained to critically check their written resources for clarity of 
language. Modifications include:
• Substituting more familiar for less familiar vocabulary
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• Breaking down large amounts of information into smaller, visually distinct 
sections
• Adding visual aids such as icons and illustrations linked to concepts and 
terminology, bolding important words (such as the topic, the issue to be 
addressed and the key instructions) and adding headings to sections.
• Providing visual structures and frameworks and other written language 
scaffolds for students’ production of different text genres, such as narratives, 
scripts and expository texts.
• Adding definitions for potentially unfamiliar instructional and/or technical 
terms.
• Providing examples of ideas that students are expected to include in their 
work, as a way of additional explanation of technical or unfamiliar terms.
• Changing the sequence in which information is presented, so that it can be 
read and acted on in a more logical order.
• This sequencing technique can also be applied to the placement of questions 
related to the text, if this is seen as a barrier to accessibility. For example if a 
set of questions is on a back page following two or three pages of text, this 
might be perceived as a potential barrier for the finding of the text related to 
the question.
2. Teachers’ oral language.
Teachers’ oral presentation of curricular information is a key aspect of instructional 
teaching practices. The following aspects of oral language will be evaluated for each 
teacher as part of the training program, and modifications discussed and 
implemented where indicated.
• The amount of information presented orally at any one time, including the 
balance of oral and written language with demonstrations and visual supports.
• The complexity of the information, including the complexity and unfamiliarity 
of vocabulary, and ensuring that instructions are stated explicitly and not 
inferred.
• The repetition and rephrasing of key information and instructions.
• The use of oral questioning, including the amount of time given to students to 
process the question, plan and produce their answers.
• The organisation and sequencing of information presented orally.
• The rate of teachers’ speech.
• The volume of teachers’ voices.
• Other presentation issues, such as teachers’ physical placement in 
classrooms so that all students can both hear and see teachers readily.
3. Students’ information processing.
Students’ ready access to information is a crucial aspect of their ability to process, 
retain and show knowledge of this information. Additional to the techniques 
presented in relation to the previous categories (modifications to teachers’ written 
and oral language), teachers will be trained in techniques that address the needs of 
all students in the class, including those with language-based learning difficulty, to 
process information. These techniques include:
• The active involvement of the whole class in the breaking down of written 
texts, for example by creating a mind map on the board that summarises the 
key points and related facts and details from each paragraph of text.
• Providing a visual planner for the class, that outlines the sequence of topics 
and activities to be covered in the lesson
• Involving the whole class in creating visual aids such as charts and posters to 
assist topic information processing and retention.
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4. Direct vocabulary instruction.
Teachers will be introduced to the conceptual framework of direct vocabulary 
instruction, and the following specific techniques will be included:
1. The selection of up to ten essential words at the start of each newly 
introduced curricular topic.
2. Each key word will be embedded in the teachers’ instructional practices, to 
ensure regular exposure and practice for all students.
3. All new vocabulary, including the key words, will be presented to all students 
in an interactive manner, such as involving the whole class in creating word 
descriptions and definitions, and visual representations of words and 
terminologies.
4. Rewriting glossaries to better reflect the meanings of the words as they apply 
to the specific curriculum content, and ensuring accessibility of language in 
the definitions.
5. The direct teaching of vocabulary comprehension strategies to whole classes, 
including morphemic analysis (root words, prefixes and suffixes), and the use 
of context for word interpretation.
Section 2: Outline of The LINCS Program
General outline of The LINCS Program: What does it
involve?
The focus of the collaborative program is on the trainer (a speech-language pathologist) and 
teachers working together to introduce language modification techniques into the instructional 
language used by high school teachers across all subjects and grades. Language underpins 
most aspects of teaching and learning, for instance in relation to:
• Teachers’ written and spoken instructional language
• Students’ understanding and use of written and spoken language
• General communication between teachers and students, e.g. discussions, questions 
and answers, explanations and problem solving.
• Methods of assessment of students’ knowledge.
For the purposes of the research study, the collaboration will be taking place mainly between 
the researcher (the trainer) and the group of Year 8 teachers who are participating in the 
study. Regular weekly meetings will take place between the trainer and the individual 
teachers. At these meetings resource and teaching modifications and accommodations will be 
discussed, as outlined below. Teachers will be asked to audiotape some of their class 
presentations; additionally the trainer will occasionally sit in on classes, as pre-arranged with 
the individual teachers. A checklist of targeted language skills will be regularly completed by 
the trainer and the teacher, and used as a basis of follow-up discussions at the weekly 
meetings. The checklists are titled: 1. Teachers’ Spoken Language Evaluation (page 13), and 
2. Teachers’ Written Language Evaluation (page 14). Copies of the checklists will be 
provided by the trainer.
During the program implementation, all teachers in the school will be invited to attend an in- 
service on language-based learning disabilities in the secondary school environment.
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The structural framework of the program is based on the teaching of specific topics, 
through all instructional phases: Planning, introduction, instruction and learning, and 
topic assessment.
1. Planning phase: Ahead of time, the trainer and the teacher will look at materials 
that will be used in the teaching of a new curriculum topic, for instance texts, new 
vocabulary, worksheets, assignments and topic tests. The teachers' written language 
used in these resources will be evaluated using a checklist. Modifications will be 
made as a collaborative, interactive task.
An important aspect of all topic teaching is the introduction of new vocabulary, 
such as technical terms. The specific topic vocabulary to be introduced to the 
students will be discussed in relation to the amount of new words and terms, the 
importance of the words to the learning of the new topic, and the accessibility of the 
language used in defining and describing the new vocabulary. See the handouts: 
“Steps to Effective Vocabulary Instruction” (page 19) and “Targeting 
Vocabulary” (page 24) for more detailed information about this fundamental aspect 
of the program.
Discussion at this early phase will include the learning profile of the students in 
each class, i.e. individual and overall needs as determined by each teacher. An idea 
of student learning styles and differences is highly relevant in order to identify the 
types of accommodations that might be needed, such as how simplified the written 
language needs to be, how to involve both the passive and active groups of students, 
and what types of activities has the teacher found engages this particular group of 
students most effectively. It will also be relevant to discuss each teacher’s favoured 
and habitual teaching style, and the implication for teaching students with a range 
of learning abilities.
In the initial stages of the program the changes to written resources may be made by 
the trainer as a model for future modifications. At no point will the curriculum 
content be altered, instead the modifications will focus on how the content is 
presented. There are examples of the types of modifications that have been made in 
other scenarios, in this folder.
2. Topic introduction phase: Students are introduced to the new topic. At this 
phase the program will focus on the teacher’s use of language to introduce the 
students to the new topics and concepts, as well as on the students’ engagement in the 
learning process. Additionally, the framework for introducing new vocabulary will 
be followed (see “Targeting Vocabulary” handout), and a visual planner could be 
created that shows the various components of the topic instruction as planned e.g. a 
time line, assignments and test dates and expectations.
All students in the class will complete a “Pre-topic vocabulary test” sheet, before any 
teaching commences on the topic (p. 27).
Both the teacher and the facilitator will complete a spoken and written language 
evaluation checklist, on a regular basis. The ratings will be discussed at the 
individual meetings, for instance the facilitator’s and the teacher’s self ratings will be 
compared, and individual teachers’ needs for making changes to their oral and/or 
written language identified.
3. Topic instruction and learning phase: The topic is presented in its 
entirety, and students are involved in a range of learning processes. During this phase
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the program continues to focus on the many aspects of teacher and student language 
use, including the students’ ability to access the topic content through the range of 
written and spoken language tasks.
For example, the teacher may be introducing a visual structural framework to 
the students, to help them with a written report assignment. He/she may be using the 
previously modified assignment and work sheets, or using a key word task to 
ensure knowledge and application of new vocabulary. This key word task could then 
be applied to a research assignment.
Many students with language-based learning difficulties have trouble 
organising themselves in time, or understanding what is being taught, when and in 
which order. The more this type of information can be made very explicit, the easier 
it is for them to get a “schema” of each lesson, stay engaged and retain the 
information covered. A visual planner is a great way to do this. For example, at the 
start of the class write an outline of what is going to be covered that period on the 
board, at the same time as giving this information verbally. This could be written in 
the students’ notebooks, as a later reference for “what was learnt, when”.
Regular weekly meetings between the teacher and trainer are ongoing, and continue 
to address language modifications and accommodations on an individual class basis. 
At this stage the discussions will be likely to focus on specific teaching and student 
issues, for instance “What’s working, and what’s not”. As the weekly meetings 
progress, the expectation is that each teacher will be increasingly self-generating 
instructional language modifications to suit individual subject, classroom and 
teaching needs.
4. Assessment phase: The students’ learning of the topic is assessed e.g. through 
a written test. At this phase the program will be focusing on the modes of 
assessment, and modifications and accommodations that could be implemented in 
order to enable all students in the class to demonstrate their learning of the topic. The 
students’ knowledge of the selected topic vocabulary items will be re-tested at this 
stage (p.28).
Let’s take an example:
The following scenario outlines some of the possible discussions and implementations 
resulting from a teacher working collaboratively with the program facilitator. The topic of 
“Societies and Civilisations of the Past” is to be studied in Year 8 History, once a week for 7 
weeks. The main focus will be on Ancient Egypt.
1. Planning Phase:
The trainer and the teacher meet two weeks before the topic is to be introduced. The 
teacher is planning to use a variety of worksheets, a glossary of 20 new words and one 
take-home assignment. There will be a short in-class test after 6 instructional classes.
Firstly the teacher describes herself as having a “hands-on, interactive teaching style”, she 
likes to get the students involved in discussions and small group work. She uses a lot of 
visual aids such as posters and videos. She enjoys this module, and has developed a 
range of topic-specific resources over the last five or six years of teaching it. As far as this 
year’s Year 8 students are concerned, she is aware of many that enjoy the interactions, but 
also of others that rarely join in class discussions or volunteer to answer questions. Many 
of these failed or barely passed a recent topic assignment and in-class test.
Action:
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1. It is agreed that the high use of verbal interaction in the class will be an advantage to 
some students but may be disadvantaging those with receptive and/or expressive 
language difficulty. Some suggestions are made for including the less verbal students 
in discussions, such as asking lower order or close-ended questions, and providing 
“wait time” after inviting an individual student to answer a question. This issue is put 
on the agenda for observation and discussion at a later meeting, during the 
instructional phase.
2. The glossary of new words is evaluated. It is decided that only ten of the words are 
essential for a thorough learning of the topic (Tier 2 words), and that the other ten 
could be introduced as extension words. The words and terms selected for Tier 2 
direct teaching are: amulet, archaeology, Egyptologist, embalming, hieroglyphs, 
papyrus, primary source, sarcophagus, and sphinx.
Even though the glossary meanings provided with the words were taken from 
standard dictionary definitions, they are found to involve overly complex language, 
and could be difficult for many of the students to understand. It is decided that 
working out the meanings for these core words will become a class activity, 
following direct vocabulary teaching guidelines (pages 24-25).
3. The teacher has already simplified much of the language on the worksheets, since she 
was aware of the different reading abilities of these particular students. Some extra 
modifications are suggested, such as bolding key instruction words, including the 10 
new vocabulary items at every opportunity, and providing a brief definition of 
potentially challenging instruction words. In contrast the assignment sheet is very 
information and word-dense, and the teacher and trainer work together to break down 
the information and make the components (e.g. topic and sub-topics, issues being 
addressed and specific instructions) better sequenced, and clearer to read and 
understand, without omitting any important information.
2. Introduction phase:
a) The new topic is introduced and linked to previous topics. The new vocabulary items 
are presented through a series of interactive steps, resulting in a whole class-created 
description for each word. A Word Wall is created as a whole class activity, 
incorporating other vocabulary relevant to the topic. Posters and texts are scanned for 
themes and familiar/unfamiliar vocabulary.
b) The plan for teaching and learning this topic is presented as a visual time-line, linking 
to the use of historical time-lines (and also making an explicit reference for the 
students with learning difficulties, many of whom have problems with abstract time 
concepts).
3. Instruction and learning phase:
a) The topic assignment is to produce a report on a key aspect of an ancient civilisation. 
In order to maximise the students’ ability to produce a well-structured report, time is 
spent in class working through the structural frameworks of basic paragraph writing, 
as well as a standard report structure. Visual aids are posted on the classroom wall 
for reference, and printouts are provided with the assignment sheets. As well as the 
required written texts, students are able to present their research findings in a variety 
of ways e.g. models, plays, posters, power points, and oral presentations, thereby 
giving all students the opportunity to work to their learning strengths.
b) At their regular meetings, the teacher and the trainer discuss the issue of getting the 
verbally weaker students involved in class interactions. Both trainer and teacher have 
completed the language evaluation checklists and these highlight the teacher’s 
tendency to talk quickly, and use complex language in her instructional talking and
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questions. She feels she can monitor the speed of delivery herself, however wants 
help with reducing the complexity, and increasing the directness, of her questions. 
One idea discussed is to ensure that the students are alerted to the fact that they are 
about to be asked a question, and what the focus of the question is going to be, for 
example by saying “I’ve just been talking about the differences between the Greek 
and Egyptian civilisations. Here are some questions for you. Who can remember one
way.............?” In this way, there is potentially more opportunity for students to
organise their thoughts and feel encouraged to respond.
4. Assessment phase:
Traditionally the teacher has given a multiple-choice test sheet for the topic 
assessment task. The test is modified to include a quiz on the new vocabulary, 
including the extension words, and some graphics-based questions (e.g. a time line, 
some hieroglyphic writing to de-code, and pyramid structure to label). The students 
are allowed plenty of time to complete the test paper, with the stronger/quicker 
students told to read quietly once they have finished
Graphic representation of the program
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The LINCS Program: 1. Teachers’ Spoken Language Evaluation
(adapted from Larson & McKinley, 2003)
Rater: Date:
Target Rating
1. Amount of 
verbal 
information 
presented at one 
time.
Very long 
periods of 
“teacher 
talk".
Somewhat
long
periods.
Appropriate 
balance of 
talking and 
other types of 
presentation.
Somewhat
short
periods.
Very limited 
“teacher talk”.
2. Complexity of 
information
Very
complex
Somewhat
complex
Easy to
process,
without
compromising
information
Somewhat
over­
simplified
Over­
simplified, 
information not 
explicitly stated
3. Use of oral 
questioning
Very little 
use
Occasional
use
Average level 
of use
Somewhat
highly
used
High levels of 
use
4. Level of 
vocabulary used
Very high-
level,
complex
Somewhat
high-level
Appropriate 
level of 
vocabulary
Somewhat 
low level
Very basic, low 
level.
5. Organisation 
of orally 
presented 
information
Very dis­
organised
Somewhat
dis­
organised
Appropriately
organised
Somewhat
over­
organised
Very over­
organised
6. Rate of 
speech
Very fast Somewhat 
faster than 
average
Average rate 
of speech
Somewhat
slower
than
average
Much slower 
than average
7. Volume of 
voice
Very quiet Rather quiet Appropriate
volume
Rather
loud
Very loud
8. Use of visual 
aids and 
“hands-on” 
experiences to 
support oral 
presentations
Minimal use Limited,
occasional
use
“Average”
use
Somewhat 
high use
Extremely high 
use
Action:
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The LINCS Program: 2. Teachers’ Written Language Evaluation
(adapted from Larson & McKinley 2003)
Rater: Date:
Target Rating
1. Amount of 
written 
information 
presented at one 
time
Very
lengthy
Somewhat
lengthy
Appropriate
length
Somewhat
short
Too short, may 
be lacking 
sufficient detail
2. Complexity of 
instructions
Very
complex
Somewhat
complex
Potentially 
easy to 
process, not 
compromising 
information
Somewhat
over­
simplified
Over­
simplified, 
information not 
explicitly stated
3. Level of 
vocabulary used
Very high-
level,
complex
Somewhat
high-level
Appropriate 
level of 
vocabulary
Somewhat
low-level
Very basic, 
low-level
4.Complexity and 
applicability of 
vocabulary 
définitions
Overly 
complex, 
barely 
relevant to 
topic
Somewhat 
complex 
and only 
partially 
relevant
Appropriately 
worded 
definitions, 
relevant to 
topic
Somewhat
over-simpli­
fied
Over-simplified
definitions.
5. Organisation of
written
information
Very
disorganised
Somewhat
disorganised
Appropriately
organised
Somewhat
over­
organised
Very over­
organised
6. Clarity of 
purpose and 
expectations
Very
unclear
Somewhat
unclear,
ambiguous
Very clear 
and
unambiguous
Somewhat
over­
simplified
Over­
simplified,
compromises
information
7. Use of text
comprehension
devices
Minimal use Limited,
occasional
use
Average use Somewhat 
highly used
Highly used.
8. Use of visual 
aids to support 
written text
Minimal use Limited,
occasional
use
Average use Somewhat 
highly used
Highly used
Action:
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Teacher Spoken and Written Language Evaluations: Instructions 
What is the purpose of these forms?
The 2 forms include a matrix of many aspects of spoken and written language that 
teachers routinely use during classroom presentations. Each form includes 8 aspects 
of language use, on a 5-point scale. The scale serves various purposes:
1. To identify some key aspects of spoken and written language use, in order to 
make explicit and raise participants' awareness of some of the communication 
skills being targeted in the study.
2. To act as a focus for participants to carry out self-observations and ratings for 
these aspects of communication, as well as the researcher to record 
observations.
3. To form a basis for discussions between the researcher and individual teachers 
at their regular meetings.
4. To identify areas that can then become a focus for change during subsequent 
classroom presentations.
When are they used, and who by?
These forms are to be completed by study participants on a regular basis during the 
course of the program. It is envisaged that they will be completed 3-4 times during 
the 8-week program. They will also be completed by the researcher, based on direct 
class observation and by listening to audiotapes of class presentations.
What do the targets and ratings mean?
The following gives some guidance, with examples, to direct your understanding of 
the terms used, and your decisions about rating yourself. All statements refer to your 
“usual'’ style of communication in the classroom.
1. Teacher Spoken Lan guage Evaluation
1. Amount of 
verbal 
information 
presented at one 
time.
Very long 
periods of 
“teacher 
talk”.
Somewhat
long
periods.
A balance of 
talking and 
other types of 
presentation.
Somewhat
short
periods.
“teacher talk”, 
mostly other 
types of 
presentations.
This is asking you to think about how “verbal” you tend to be in your teaching. Do 
you speak for most of the time you teach, or do you balance speaking with other types 
of presentations such as demonstrations, videos, and/or giving students work tasks to 
do?
2. Complexity of Very Somewhat Potentially Somewhat Over-
information. complex complex easy to
process,
without
compromising
information
over­
simplified
simplified, 
information not 
explicitly stated
This is asking you to evaluate the complexity of the language that you use when you 
are speaking. For instance, do you tend to use multi-part instructions such as “I want
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you all to get out your text books and find the last three exercises on the next page to 
the ones we did last time, but before that put your names on the sheets when you’ve 
finished them and pass them to the front”. The language in this instruction is quite 
straightforward; there are just many “bits” of information.
The other extreme could be regularly using very short, single-statement sentences, 
with much of the information implied rather than directly stated. “Finish up then do 
the next exercises”.
3. Use of oral Very little Occasional “Average” Somewhat High levels of
questioning use use level of use highly-
used
use
This is asking you to evaluate the amount of questioning you regularly use as an 
instructional strategy. For instance, do you tend to question students’ knowledge 
(verbally) as a natural aspect of your teaching, or do use this strategy sparingly?
4. Level of Very high- Somewhat Appropriate Somewhat Very basic, low
vocabulary used level,
complex
high-level level of 
vocabulary
low level level.
Think about the levels of complexity of the words that you use in your teaching. Do 
you use, and expect students to understand, sophisticated and complex vocabulary 
words as part of your teaching strategy? Do you find yourself modifying the 
vocabulary you use according to the level of ability of the students you are teaching? 
Do you think that you automatically speak in "‘plain English” as part of your teaching 
style?
5. Organisation Very dis- Somewhat Appropriately Somewhat Very over-
of orally
presented
information
organised dis­
organised
organised over­
organised
organised
How organised is the information that you present in class? Do you present 
information in a structured, sequenced fashion, explaining the sequence to the 
students as you move through the steps, or is it more your style to present information 
in a more spontaneous, less structured fashion, without a particular “script” or 
schema?
6. Rate of Very fast Somewhat Average rate Somewhat Much slower
speech faster than 
average
of speech slower
than
average
than average
This is asking you to rate the speed of your “normal classroom speech”, as you 
perceive it, or as you think others may perceive it. Some of you may intentionally 
slow down, or speed up, your normal conversational rate for classroom presentations, 
and this classroom rate is what you are being asked to judge.
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7 . V o lu m e  o f Very quiet Rather quiet Appropriate Rather Very loud
v o ic e volume loud
Similar to the previous item, you are being asked to evaluate your voice as you use it 
in a regular classroom situation. This may be much louder than in a normal, 
conversational situation, or you may feel that your natural voice is very quiet and you 
do not raise the volume even in the classroom.
8 . U s e  o f  v is u a l Minimal use Limited, “Average” Somewhat Extremely high
a id s  a n d occasional use high use use
“ h a n d s - o n ” use
e x p e r ie n c e s  to  
s u p p o r t  v e r b a l  
p r e s e n t a t io n s .
This is asking you to evaluate how much you incorporate non-verbal experiences and 
resources into your teaching. These can include such things as demonstrations, 
practicáis, watching videos, illustrating verbal information with drawing diagrams on 
the white board, and using mind maps and other visual aids.
2. Teacher Written Language Evaluation
1. A m o u n t  o f Very Somewhat Appropriate Somewhat Too short, may
w r it te n  
in f o r m a t io n  
p r e s e n t e d  a t  o n e  
t im e
lengthy lengthy length short be lacking 
sufficient detail
There are many ways that teachers present information to students in written form, 
such as topic information sheets, work sheets, assignment instructions and tests. How 
do you rate the length of the information or instructions presented in this way? For 
instance, do you regularly provide students with assignment sheets that are 2-3 pages 
long, to ensure that all necessary information is included? Do you automatically 
summarise information to include all key points but in a “readable” form, depending 
on the group of students.
2 . C o m p le x it y  o f Very Somewhat Potentially Somewhat Over-simplified
in s t r u c t io n s complex complex easy to 
process, not 
compromising 
information
over­
simplified
Similar to the spoken language complexity evaluation, this addresses the innate 
complexity of the information you present to your students in written form. Are there 
long sentences, multiple parts to the instructions, and “dense” pages of print? Do you 
make modifications to resources depending on the student group, such as breaking 
down the information into shorter amounts? Do you simplify the information or 
instructions to a degree that you feel the content is compromised? Do you feel you 
usually reach a good balance, between “readability” and content?
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3 . L e v e l  o f Very high- Somewhat Appropriate Somewhat Very basic,
v o c a b u la r y  u s e d level,
complex
high-level level of 
vocabulary
low-level low-level
As with the spoken language evaluation, this looks at the levels of complexity of the 
words and terms used in your printed resources. Are the words and terms used 
screened for specific student group levels of knowledge? Are there many “high level” 
words and terms used, that the students are expected to know or at least find out for 
themselves? Do you habitually simplify vocabulary, but feel that much of the 
meaning and information is compromised?
4 .C o m p le x i t y Overly Somewhat Appropriately Somewhat Over-simplified
a n d complex, complex worded oversimpli- definitions,
a p p l ic a b i l i t y  o f barely and only definitions, fied, although partial
v o c a b u la r y  in relevant to partially relevant to relevant relevance.
d e f in i t io n s topic relevant topic
This is asking you to observe the lists of definitions and glossaries that you regularly 
use, when introducing new topics and terminology. How do you rate the vocabulary 
that is used to define and explain these new and unfamiliar words? Is the definition 
appropriate for the topic you are teaching? Is the language explicit and clear, so that 
all students will process and retain the meanings? Is the language perhaps overly 
simplistic, so important aspects of the meaning are lost? Are the descriptive terms 
used maybe outdated, or not applicable to the context of the topic you are teaching?
5 . O r g a n is a t io n  o f Very Somewhat Appropriately Somewhat Very over-
w r it t e n
in f o r m a t io n
disorganised disorganised organised over­
organised
organised
You are being asked to rate the written resources you use in terms of the organisation 
of the information included, and the clarity of the organisation for students’ guidance. 
For instance, when providing topic information sheets, are the sub-topics clearly 
identified? For assignment instructions, do you specify the steps involved, the 
sequence in which the work should be done, are the instructions clearly identified in 
contrast to the background information, and so forth?
As you will see, this section is mainly focused on the overall clarity of organisation, 
the following sections look at some specifics of included information.
6 . C la r i t y  o f Very Somewhat Very clear Somewhat Over-
p u r p o s e  a n d unclear unclear. and over- simplified,
e x p e c t a t io n s ambiguous unambiguous simplified compromises
information
When overviewing some of the written resources that you use in your different 
classes, give yourself an overall rating on the way in which you provide purpose, 
instructions and your expectations to the students.
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Is it clear why you are providing written information to the students? Are they able to 
link an information sheet with the topic being studied, for instance is there a common 
vocabulary and terminology? Are the instructions clear and unambiguous enough for 
them to follow on a test or an assignment sheet? Are explanations of words or terms 
provided? Do you clearly specify what you want to have done, and by when?
7. Use of text Minimal use Limited, Average use Somewhat Highly used.
comprehension occasional highly used
devices. use
This aspect is referring to the layout of written information, and the various ways 
teachers try to make printed texts more “attractive” and/or comprehensible. You are 
being asked to overview a range of your written resources and rate them in terms of 
the quality and quantity of use of text presentations such as using headings, text 
boxes, diagrams, bolding, and underlining. Some teachers may be highly visual and 
use these naturally and to a high degree, others may focus on the written text with 
little embellishment. No right or wrong ways, we just need to have you rate your way.
8. Use of visual Minimal use Limited, Average use Somewhat Highly used
aids to support occasional highly used
written text use
This is asking you to again evaluate the presentation of your written resources, 
however this time with the emphasis on visual enhancements, for instance pictures 
associated directly or indirectly with the text, diagrams, borders, graphs, cartoons and 
graphic organisers e.g. for a specific writing genre.
Section 3: Vocabulary Instruction
Steps to Effective Vocabulary Instruction
“Vocabulary is highly correlated with general language ability and is 
considered to be a predictor of academic success and competence in reading 
and writing” (Brent et al 2001)
1. Cognitive changes in adolescence:
o Increasing ability to think about own thinking (meta-cognition) 
o Ability to consider events removed in time/space, real or imagined 
o Ability to consider many possible alternatives to problem/situation 
o Ability to formulate hypotheses and test them 
o Need to be non-egocentric; consider events removed from present
2. Changes in the uses of language:
o Social communication; peer relationships 
o Academic & vocational uses 
o Code switching; need to be non-egocentric
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o Formulate hypotheses 
o Draw inferences from unstated information 
o Independent learning
3. Changes and expansions in language use
o Abstract language: inferential, analytical, problem solving 
o Figurative language: idioms, metaphors, proverbs 
o Social language: Formal/informal codes, peer group, slang, sarcasm, 
jokes, innuendo, opinions, discussions, arguments, debate 
o Academic vocabulary:
■ Literate
■ Technical
■ Instructional
■ Written expression: essays, reports, analyses, persuasive 
writing, comparative studies, creative writing.
■ Able to form definitions.
Some Stunning Stats!
- Students encounter approximately 88,500 words in print a year.
-Average students in Years 3-12 learn approx. 3,000 words a year, if they read Vi to 1 
million words of text. (Nagy & Herman 1987)
-Teachers actively teach approximately 200 new curricular words a year (Miller & 
Gildea 1987)
Realistic teacher contribution:
• 400 a year (10/week) “would make a significant contribution to an 
individual’s verbal functioning" (Beck et al., 2002)
• High frequency words (Tier 2 words)
• Across curriculum/subjects
The case for direct vocabulary instruction
> Young people with language and literacy problems are not as easily able to 
expand their vocabulary through wide reading.
> Research demonstrates that direct instruction is a significant factor in 
improving students’ background knowledge.
> Direct instruction in vocabulary influences comprehension more than any 
other factor.
Vocabulary teaching should be:
V Multifaceted
V Substantive
V Robust
V Efficient
(Beck et al 2002; Graves 2000; Baumann, Kame’emui, & Ash, 2003)
In other words...for a word to be considered to be “known" it must: 
o Hold meaning
o Be recognised as a “real” word when heard or read
o Be available for selection from a verbal lexicon, and
o Be produced with spoken phonology and/or written orthography.
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MUST...SHOULD...COULD...
■ ‘Must know’ words: Essential to the learning of a topic/concept. Words 
need to be systematically taught to enable students to recognise them on sight 
(often Tier 2 words).
■ ‘Should know’ words: Highly significant to understanding the topic/concept. 
Students should know them (often Tier 2 words)
■ ‘Could know’ words: Not essential for a basic understanding of 
topic/concept. Word frequency is low, and restricted to specific domains 
(often Tier 3 words).
Ten Tips for direct/effective vocabulary instruction.
1. Be clear about your goal: e.g. starting a new topic, introducing a technical 
term, and writing definitions.
2. Limit the number of new words at any one time. Research suggests a 
maximum of 10 at one time.
3. Choose appropriate vocabulary: Tier 2/3 words (Must know/should know 
words), practical, with opportunities for use.
4. Supply unambiguous, clear contexts for words.
5. Expect approximate understanding and work for refinement.
6. Make sure the students hear the pronunciation of the word, alongside seeing 
it in print. Research suggests at least 12 repetitions before a word is learnt.
7. Include new vocabulary selected by students e.g. from independent reading, 
personal experience.
8. Demonstrate the words in a range of resources and situations: e.g. text 
books, posters, Word Walls, Internet searches, poems, newspaper and 
magazine articles.
9. Apply the words at every opportunity, in a range of situations: worksheets, 
quick quizzes, cloze sentences, brainstorms, and word webs.
10. Showing excitement and interest in words and language rubs off on students: 
demonstrate the usefulness of new words at every opportunity.
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Word Meanings: Definitions and Descriptions
Research is demonstrating that descriptions of words’ meanings are more effective 
for word learning than standard definitions (Stahl, 1999; Beck et al. 2002). In other 
words, students benefit from having new vocabulary presented in everyday, familiar 
language, with links and associations made to existing knowledge.
Dictionaries are our word storehouses and essential reference resources. However, 
they are based on historic conventions and often use quite sophisticated language.
There is one exception: Collins Cobuild-Learners Dictionary (Collins Cobuild 
Series) (2nd Revised edition, 2003), as this is based on word descriptions rather than 
conventional definitions.
Why “Go and look it up!” may not be the best option!
Students with language and literacy difficulty have problems with using dictionaries 
because:
> They have poor alphabetic skills
> They have poor reading ability
> The definitions used in dictionaries are often incomprehensible to them.
Word meanings presented as Definitions versus Descriptions
Word Definition Description
Covert Secret; disguised Describes something that 
is done in a secret or 
hidden way
Disrupt Shatter; separate forcibly; 
interrupt flow or continuity 
of.
To cause difficulties that 
stop something from 
continuing easily
Illusion Deception, delusion; 
sense-perception of an 
external object involving a 
false belief as to its nature.
Something that looks like 
one thing but is really 
something else, or is not 
there at all.
Improvise Compose, utter, 
extempore; provide or 
construct extempore.
To make something you 
need by using whatever is 
available at the moment.
Morbid Unwholesome, sickly; 
given to morbid feelings; 
melancholy.
Showing a great interest in 
horrible, gruesome details, 
especially about death.
Source: Based on information in Beck, McKeown & Kucan, 2002
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So what do we do instead??
1. Teach the word: Provide a description and explanation of a new word, in 
everyday language, linking to previous knowledge and teaching.
2. Brainstorm: Anything that your students think they know about the word. 
Words have more meaning when associations connect the new with the 
known, and are described using the students’ familiar language.
3. Find in at least 2 sources: e.g. poster, textbook, Internet, video.
4. Use all of the above information to write a whole class-generated 
description/definition.
5. Apply immediately e.g. think of examples where it would be used, draw a 
symbol, write a sentence, do a synonyms/antonyms exercise, use in a report.
Other ways to explore and establish word meanings
1. Morphemic analysis (working out word parts)
**Meanings of 60% of multi-syllabic words can be worked out by analyzing word 
parts (Bromley 2007)
■ Word part clues:
□  Prefixes: pre-, un-, dis-, semi-, extra-.....
□  Root words: history, possible, circle.....
□  Suffixes: -able, -ing, -ly, -ar, -able.....
Prefixes Root words Suffixes Word
Pre- history -ic prehistoric
Semi- circle -ar semicircular
Un- fathom -able unfathomable
Re- charge -ing rechargeable
Super- human J v _______________ superhumanly
2. Contextual Analysis (analysing the surrounding linguistic context)
“70% of the most frequently used words have multiple meanings” (Bromley 2007) 
Students need to learn how to use written and spoken context to process word 
meanings. We do this sub-consciously all the time, but this skill often needs to be 
taught in an explicit fashion.
■ Definition context clues: A paragraph is a group of sentences about the 
same topic.
■ Synonym context clues: The cobra 's venom or poison, is deadly.
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■ Antonym context clues: The soldier was very intrepid in battle, in contrast 
to the person next to him who was quite cowardly.
■ Example context clues: Tigers, lions, panthers and leopards are some o f the 
most beautiful members o f the feline family.
■ General context clues: Patriotism is a very strong force in Australia. People 
love their country and are very proud to be Australians.
■ Visual clues: Graphs, charts, maps, tables often provide context clues.
Targeting Vocabulary: Direct Vocabulary Instruction
A Four Step program for direct vocabulary instruction (based on
Marzano, 2004)
Step 1. Providing a description, explanation and examples of use of 
the new words.
**Pre-testing:
Before providing any information about the new words, present the words to your 
students and ask them to write down what they think the meaning is. A pro-forma 
worksheet will be provided (p. 25), and the information will be collected and 
compared with a post-test on the same vocabulary, at the end of the topic-teaching 
period.
The first step of the vocabulary program is to introduce the new topic vocabulary to 
the class. Words should be selected on the basis of how important they are to the 
learning of the topic. They are often Tier 2 words, but might be Tier 3 words, 
depending on the topic and the teacher's priorities. However they will all be “Must 
Know” words. As recommended by research-based guidelines, select no more than 
10 new words or terms.
Other words will necessarily be introduced and encountered as part of the topic 
teaching and learning process. Again, these may be both Tier 2 (“Should Know”) and 
Tier 3 words “Could Know”), however they will not receive the same direct and 
repetitive instruction as the selected (“Must Know”) words.
This step is often referred to as “pre-teaching”, the purpose being to assist students 
in a far more effective understanding of the curriculum content once it is presented.
The word meanings should be introduced as descriptions and explanations, rather than 
“standard dictionary definitions”. If the words are included in a pre-existing glossary, 
check that the information will be readily understood by your students, and matches 
the meaning that you want them to understand and apply. The “Word Meanings: 
Definitions and Descriptions” section (p.20) provides further information on this
issue.
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Step 2. Students state the meaning in their own words.
Students now start to put the meanings of the new words “into their own words”. As 
each new word is re-introduced, the students are actively involved in working out an 
accepted description of the word or term.
This can be approached in various ways:
> A general class discussion
> Small group work, leading to sharing ideas
> Brainstorming, using a word web of related words, concepts, semantic groups 
etc.
> Providing a given definition, or description and selecting words that are 
familiar or make sense.
> Using 2-step definition process to form a new definition (see “Definitions” in 
folder)
> Stating anything that they think they know about the word (word/world 
knowledge)
> Finding the word in a variety of sources: textbook, on-line, posters, wall 
charts, dictionaries
Once the “class description” has been agreed on, record this as a visible reference e.g. 
on a Word Wall, a poster, or on the whiteboard for the duration of the topic, and 
ensure all students record the meaning in their notebooks.
Step 3. Students create a visual representation of the words/terms
To assist the students develop a true understanding of the new terminology, the use of 
visual aids can be very effective. This particularly assists students who have stronger 
visual, hands-on learning styles than verbal, and can help them “make better sense” of 
words. Visual representations are very effective in assisting long-term memory and 
information recall.
As an exercise, involve the students in creating such information representations as:
• Symbols
• Pictures
• Graphs
• Diagrams
• Time-lines
• Picto-graphs
• Mind Maps
Assist the students in finding visual representations of the new vocabulary in a range 
of resources, such as the Internet, on posters and wall charts, and in their textbooks.
Discuss the relationship between the visual and verbal meanings.
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Step 4. Ensure regular exposure to the new vocabulary
Remember that we should expect students to only have an approximate understanding 
of the new vocabulary at first, and they need assistance in moving towards a more 
robust knowledge through repeated exposure and interaction in a variety of contexts. 
Remember too, that a true learning of a word involves being able to say it and write it 
accurately, and in an appropriate manner for the context.
Ways of ensuring regular exposure will naturally vary depending on the 
teacher/subject/topic, and the teaching plan. Some ideas:
• Ensure the vocabulary is incorporated into worksheet exercises.
• Encourage students to use the words in written assignments.
• Do “compare/contrasf ’ activities with some of the new terminology.
• Do spot quizzes, “What Word Am I?” spelling contests.
• Do a classification exercise with these, and other, new terminologies, for 
instance by attribute, function, writing technique, chemical process etc.
• Give a vocabulary task as an exercise e.g. cloze sentences, find-a-word, 
crossword, mix-and-match descriptions, diagram labeling etc.
• Two-minute talks or charades, using this and other new and unfamiliar 
vocabulary.
**Post-testing:
At the end of the topic, get the students to complete the second Post Topic 
Vocabulary sheet, using the original vocabulary. Remember to remove all visual 
references first! This can be given as part of a topic test. The students’ learning 
of the key terms can then be evaluated.
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Name:
Class:
Date:
Pre-Topic Vocabulary
The following are words and terms that will be used in the next topic.
Beside each one, wriite down what you think they mean.
Word/term Meaning
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
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Name:
Class:
Date:
Post-Topic Vocabulary
The following are words and terms that have been used in this topic.
Beside each one, wrilte down what you think the word means.
Word/term Meaning
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
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Section 4: Written language modification techniques.
Modifying Written Materials
The following suggestions are provided as a guide for teachers when 
producing written resources such as topic sheets, worksheets, assignment, 
test and exam sheets for secondary students with language and literacy 
difficulties. Such students may have difficulties understanding all the 
information when presented in written form, especially if instructions are 
overly long and the language complex. By modifying the language we can 
help students to better demonstrate their knowledge and competencies.
So, how can we do this? Let’s break down some of the parts of written 
language.
1. Vocabulary
• Make sure the vocabulary used is at the students’ level of 
knowledge and use. Use a more straightforward word wherever 
possible, for example:
adjust -> make changes 
utilise -> use 
essential -> necessary
• If technical terms need to be used, provide a short definition 
/description.
• Check for ambiguity i.e. if the words used have multiple meanings, 
make sure the meaning is explicit for the context.
• Highlight key words and terms e g. instruction-bearing words.
• For some students instructional vocabulary is difficult to 
understand. Words such as “evaluate”, “compare and contrast”, 
“distinguish between....”, “elaborate” and “enumerate” may be 
unfamiliar and mean that the student doesn’t know what to do, 
rather than is not able to do it. Make sure the expectation is clearly 
stated. Spend some class time directly teaching instructional 
language.
• Use new words and terms that are being directly taught in class, 
in setting tasks. This gives students many opportunities to expand 
their learning of these words.
• Provide some key words for a research task, or cover this as a 
class discussion.
2. Sentences
■ Keep sentences short, simple and explicit in meaning, so that they are 
easy to process.
■ Limit the number of ideas to one or two per sentence.
■ Keep complex clauses and abstract ideas to a minimum.
Training secondary teachers 272
■ Make sure the sentences follow a logical order.
Brent, Gough and Robinson (2001) in their book “One in Eleven -  Practical 
Strategies for Teaching Adolescents with Language-Learning Disability” 
provide the following example of an assignment sheet, with a possible 
language modification designed to make it easier for the students to 
understand:
“This unit is designed to give you maximum flexibility whilst still maintaining a 
compulsory core. Certain tasks will have to be done as class exercises but 
otherwise you will be able to work at your own pace as long as you complete 
the right number of tasks in the given time... It is your responsibility to ensure 
that tasks are satisfactorily completed and submitted.
This could be rewritten as:
This unit has been planned so that you can choose what you do.
Some tasks you must complete as task activities.
Other tasks you can choose yourself from the lists in each section.
You will have to organise your own time so that you complete all your work 
and hand it in by the due date." (Brent et al., 2001, p. 120)
3. Instructions: Assignments, worksheets
• Make sure it is clear to the students exactly what it is you want them to 
do.
• Highlight/underline the topic, the issue to be addressed and the main 
instructional terms.
• Make full use of headings and sub-headings, bolded text, information 
boxes and other ways of making separate sections of information well 
defined.
Examples:
Name the first five elements of the periodic table. 
Which triangle has two sides that are equal in length?
• Remember to be alert to information processing difficulties, so
avoid the use of complex instructional terms and multi-part instructions.
• Practice question and answer formats prior to tests and exams, so the 
instructional language is familiar to the students.
• Go through the instructions on assignment sheets verbally, to ensure 
understanding of all vocabulary and instructions.
• Give examples if it increases understandability.
• If a question requires lengthy background information, separate it from 
the question itself. Create headings, for example: “Background” and 
“Question”.
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Example:
You are trying to investigate the effect of different amounts of 
light on plants. You have two plants that are exactly the same, are 
grown in two similar pots and are given the same amount of water each 
day. The only difference is plant A has more light than plant B.
a) What are the controls?
b) What is the variable?
c) What is the difference between inferences and observations? 
Rewrite:
Background:
You have 2 plants. They are the same type. They are grown in similar 
pots. They are given the same amount of water every day. Plant A has 
more light than Plant B. Think about how different amounts of light 
affect plants.
Question:
1) What are the controls (things that stay the same)?
2) What is the variable (something that changes)?
3) What are inferences (things you think might happen)?
4) What are observations (things you see actually happening)?
• Order instruction sentences in a logical sequence by using
appropriate terms and step numbering/words. This helps students with 
organisational difficulty stay on task and successfully complete all parts 
of the task.
Examples:
■ Before...... After..............
■ First...Secondly... Finally...
■ Firstly....and then....
■ Step 1:
■ Step 2: etc.
• Use numbered points to make the sequence clear. State the order in 
which the students should present their response.
Example:
List 2 pieces of equipment used to heat water. (2 marks)
Rewrite: What equipment is used to heat water? List 2:
1) _________________ (1 mark)
2) _________________ (1 mark)
Where possible, present longer questions in point form.
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Example:
Many similarities and differences can be drawn between the novel Emma by 
Jane Austen and the modern day movie Clueless. Explain the similarities 
between these genres in terms of their characters, plot and setting.
Rewrite
The book Emma and the movie Clueless are the same in many ways. 
Describe the similarities in:
• Characters
• Plot
• Setting
4. Presentation Options
Present a range of options for the students’ work presentation, in order to 
reduce the need for some students to write extensively. For instance:
S Information or narrative in cartoon form 
s  Power Point presentation 
s  Mind Map, poster or other graphic presentation 
s  Oral speech
References
Beitchman, J. H. M. D. et al. (1994). Seven-Year Follow-up of Speech/Language-Impaired 
and Control Children: Speech/Language Stability and Outcome. Journal o f the 
American Academy o f Child & Adolescent Psychiatry, 33(9), 1322-1330.
Brent M, Florence G, & Robinson S (2001 ). One in Eleven: Practical Strategies for
Teaching Adolescents with Language Learning Disability. Acer Press: Camberwell, 
Vic.
Clegg, J., Hollis, C., Mawhood, L., & Rutter, M. (2005). Developmental language disorders - 
A follow-up in later adult life. Cognitive, language and psychosocial outcomes. 
Journal o f Child Psychology and Psychiatry, 46(2), 128-149.
Conti-Ramsden, G., Simkin, Z. & Pickles, A. (2006). Estimating familial loading in SL1: A 
comparison of direct assessment versus parental interview. Journal o f Speech, 
Language and Hearing Research, 49 ( 1 ), 88-101.
Ehren, B. (2002) Speech-Language Pathologists Contributing Significantly to the Academic 
Success of High School Students: A Vision for Professional Growth. Topics in 
Language Disorders 22(2):60-80
Larson, V.L., & McKinley, N.L.(2003) Communication Solutions for Older Students. Eau 
Claire, WL: Thinking Publications.
Training secondary teachers 275
McLeod, S. & McKinnon, D. (2007) Prevalence of Communication Disorders Compared 
with Other Learning Needs in 14 500 Primary and Secondary School Students.
International Journal o f  Language & Communication Disorders. 42 (S I) 37-59
Naylor, M. W. M. D., Staskowski, M. M. A., Kenney, M. C. M. A., & King, C. A. P. D. 
(1994). Language Disorders and Learning Disabilities in School-Refusing 
Adolescents. Journal o f the American Academy o f Child $  Adolescent Psychiatry, 
33(9), 1331-1337.
Nippold, M. A. & Schwarz, I. E. (2002). Do Children Recover from Specific Language 
Impairment? Advances in Speech-Language Pathology. 4(1), 41-49.
Patched, F & Hand, L (1993) An invisible disability: Language disorders in high school 
students and the implications for classroom teachers. Independent Education, 
December.
Patched, F. & Treloar, R.(1997): Meeting a Need: A transdisciplinary, school-based team 
approach to working with children and adolescents with language disorders. Catholic 
Education Office, Parramatta.
Prelock, P (2000) An intervention focus for inclusionary practice. Language, Speech & 
Hearing services in Schools 31(3): 296-298.
Prelock, P (2000) Multiple perspectives for determining the roles of speech pathologists in 
inclusionary classrooms Language, Speech & Hearing services in Schools 31(3): 
213- 218.
Snow, P., & Powell, M. (2004). Developmental language disorders and adolescent risk: A 
public-health advocacy role for speech pathologists? Advances in Speech-Language 
Pathology, 6(4), 221-229.
Throneburg, R., Calvert, L., Sturm, J., Parambouka, A. & Paul, P. (2000). A Comparison of 
Service Delivery Models: Effects on curricular vocabulary skids in the school 
setting. American Journal o f Speech-Language Pathology 9(1): 10-20
Training secondary teachers 276
A
PP
EN
D
IX
 B
: 
Ex
am
pl
es
 o
f m
od
ifi
ed
 te
ac
he
rs
’ w
ri
tte
n 
re
so
ur
ce
s.
—
Xa
û-
e
'O
‘•C
3u
3
■o
*3o
•
. 3
CL.
-o
c
3
3
sc
Cn
s
OJ
B
CL
_©
>  aja
3  
3  
O cn s- 
o
a*
■d
<
L.
u.
ü
o
H
Æ
O
£
W)
#c
«5
Lb
o
C/5
L a
o
3
CZ)
Q.
O
H
u.
3
-3
u
f/3
-os-
o
3CJ
O
H
D
ic
ti
on
ar
y
d
ef
in
it
io
n
D
is
cu
ss
 y
ou
 
d
ef
in
it
io
n
 i
n 
yo
u
r 
gr
ou
p
. 
W
h
at
 d
oe
s 
yo
u
r 
gr
ou
p
 t
h
in
k
 
th
is
 w
or
d
 m
ea
n
s?
U
si
n
g 
yo
u
r 
b
ac
k
gr
ou
n
d
 
k
n
ow
le
d
ge
, w
h
at
 
do
 y
ou
 t
h
in
k
 t
h
is
 
w
or
d
 m
ea
n
s?
U
ve
 n
ev
er
 
h
ea
rd
 o
f 
it
.
U
ve
 s
ee
n 
it 
or
 h
ea
rd
 o
f 
it
.
I 
k
no
w
 i
t 
a 
lit
tl
e.
I 
k
n
ow
 i
t 
w
el
l. 
I 
u
se
 i
t.
W
or
d
U
n
co
n
sc
io
u
s
E
le
va
te
P
u
ls
e
H
yp
ot
h
er
m
ia
U
ZJ
B.
>>
X
c
Cd
La
*â¡»i
©
X
ZJs.
f i.
E
o
U
ZJ
X
ZJ
.2
"5
Cd
U
■o
ZJ
' U
■fi.
X
U
ZJ
C
ZJ
o is-
ZJ
E
u
ry2 c0>3 'OC/3 LEC/5 C/5,c34^-
■3 E
le o
"SCO
"Oc
© cd© L.©cd cd
c _c
_o TJ
cd Ccd
Z zu
£ 1 G  O
01 ^
G  ~0
i  1O S
—  CO
O  ©
_a.
(L»
O  _c
'o .  £
2 g
(U ©
S  E
«4- O
o  1/5
Ûû 12
.E g
T J
§ .E
V- cd 
© ©
■° E c  c 
3  "O
O
£
3
O
ÛÛ_c
i—
o
£
ZJ Cl co
-  ."E E-ou_
©
£
C
CO
Q.©
CO
^  ^  Z
ZJ > .
E c
o
GO
cd
© o 
s: co
CO
© _E
CO ©
^3 ©S—
a  _c
Cj *-> 
CO 1_
•o
©
T J-a
cd
(U  ~
^  od
2  > »  ©  l-
>= °  
’S  ûû  
©  4—*
cd 
©
© c 
o
-oc
cd
C
Ci, ©  
co
c  “ ■
cd ^  
_ c  C
u  cd
©
©
i _
cd
( J
-  C  | .2 
_© Q . 
X J  'C
2 ä
o .  «
•2 T J
cd
JÏ
©
C
. .  O  
©
■o ©
g  ‘ 5 -  E 2 
ü S
I  - o
Cd O
i g  *
•S >4
TS © 
O  J ¿
E «
T J  ^
©  ©
©  CO
S— *3
0£ - g
«  O  
T J  E
S  CL 
cd
■° .© •
co T J  
©  ©
Où
cd<
co C  
©  cd
' E  t i  o 3^ 
ôo û û  12
©  e
©  cd
O
_c
</)
T 3i—
O
£
Q .
©
cd
3
co
>
©
cd
'C
C l
OS—
C l
Q .
cd
c
cdC l
l ' J ?
O  2  <
M
od
ifi
ed
 w
or
ks
he
et
s:
i—cm
<
x
U
in
Q
x0
_ i
<y
z
X
(JLlI
I -
cmcm
0
tn
Qz<
U J
u_ < Cf)
C/2<D Wc
3  £
^  £ o
e °
.© 03
.2 2  ' S
*3 r- $^  Cu
-a .2 "O
3  , £  <d  
S  U *  ^  
r  <d  <d  
r:  T 3  ^
•>* S  a
Vi
QJUi-
3
O(Z3OS-
a>
E
o
CZ)
0 0
03 
r C
L.OX)
b.
S-HCDx:+->
c/TCo
o 4—»
-a _Q-c u*CJCZ!
o't—> <DT3
CZ> !-h3x: O4—» >-,
c <L>■4—*
x:'4—» 
_1 5=
— 1
<
OOC
3 3CDo E
4-» "O03 S-,x: o
£ £
CD
•t—' " Oc „
c / f  O
S-h O
3 •£
o *  
a. 3
*—i<dX 3
c
.2+->
*S
CD~0
<£
o5s-
0 0
.£ -
t/3 0 )1—) OD— -a
I "5
°  c
§ g^  >
3 °o s. o
cn
x:■4—*
c
D
O
c^*
cn. C ^  03
o"O
-i—*
cd-C
£
0)
-a•—o
£
HZ
uS
c z )
C/5
u
<Z)
C/5
<
V)3O
o
V)c
o
(Jc
z>
CJ
_V)
3
Q_
co
+-a
s_
Q l
V)<D
c
o
3o
t .
U
>-oc<D
s_
CD
E
U J
I—er
<x
U)
Ûer
O
_i
<yzxU
ÜJ
I -
• • 
> -  er er 
Oen
ûz
<
LlILi_
<
0 )
4. G
rou
p d
ecis
ion
: W
rit
e 
the
 d
ef
ini
tio
n 
th
at 
co
mb
ine
s 
all
 th
es
e 
ide
as
.
3. U
se s
om
e r
eso
urc
es
to 
fin
d 
oth
er 
de
sc
rip
tio
ns
, e
.g.
 
po
ste
rs,
 in
ter
ne
t, 
tex
tbo
ok
, d
ict
ion
ary
2. 
In y
our
 gr
oup
 dis
cu
ss 
wh
at 
yo
u 
AL
L 
thi
nk
 th
is 
wo
rd
 m
ea
ns
. 
W
rit
e y
ou
r 
dr
aft
 d
efi
nit
ion
 h
ere
.
1. O
n y
our
 ow
n: 
Us
ing
 
yo
ur
 ow
n 
kn
ow
led
ge
, w
ha
t 
do
 Y
OU
 th
ink
 th
is 
wo
rd
 
me
an
s?
W
or
ds
 ab
ou
t 
PR
OB
LE
MS
Hy
pot
her
mia
Hy
per
the
rm
ia
Sca
lds
Ven
om
ous
Na
use
a
S
a
f
e
 a
n
d
 S
o
r
r
y
: 
T
e
c
h
n
ic
a
l 
W
o
r
d
s
 C
h
a
r
t
Training secondary teachers 282
2. Personal Development, Health and Physical Education (PDHPE) 
Topic: First Aid.
DRABC
All incidents are approached using DRABC. Once the dangers and life threatening problems are 
controlled, the First Aider needs to assess and care for the casualty’s injuries. When first at the scene 
of an accident, check the following points in order of priority:
1. DANGER (to yourself, the casualty and others)
2. RESPONSE (consciousness)
3. AIRWAY
4. BREATHING
5. CIRCULATION
6. BLEEDING
7. OTHER INJURIES 
D -  Danger
Check for any danger to yourself, the casualty and bystanders. If the casualty is in a dangerous 
situation you should try to remove the threat (eg, turn off the power) Only move the patient if it is 
necessary and be careful that you do not become the next patient. Note that all unconscious patients 
should be treated as if they have a spinal injury.
R -  Response
Establish if the person is conscious or unconscious. Ask them questions loudly, such as, ‘Can you 
hear me?’ and ‘ What is your name?’ You should also squeeze the casualty’s shoulders, check the 
casualty’s eyes to see if the pupils are dilated and send for help. Remember you should never leave 
the casualty under any circumstances.
A -  Airway
If the casualty has no response, place them in the recovery position. By tilting the head backwards, 
open the airway and clear any visible obstruction (eg, vomit, loose teeth, dentures, tongue, mouth 
guard) from their mouth.
B -  Breathing
Check to see if the casualty is breathing. You can do this in a number of ways:
• Look to see if the chest is moving up and down
• Listen for air coming out of the mouth and nose
• Place your hand near the mouth and nose to feel small draughts
If the person is not breathing, they should be turned on their back and given 5 quick breaths within 
10 seconds
C -  Circulation
Check for a heartbeat by checking for a carotid pulse in the neck on either side of the windpipe (hold 
for 5 seconds). If there is no pulse, begin Cardio-Pulmonary Resuscitation (CPR). If there is a pulse, 
begin Expired Air Resuscitation (EAR) until the patient starts breathing or help arrives.
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Discussion identified the following information accessibility issues:
• Very dense text, with no visual aids
• ‘Overlooked' memory helper: DR. ABC.
• Much unfamiliar vocabulary, with few context clues
• Some important information is ‘buried' in the text.
• Some terms (Bleeding, and Other injuries) are not referred to again in the 
main text. The teacher also stated that the term ‘Defibrillation' was more 
appropriate than 'Bleeding'. Even though it was an unfamiliar and complex 
word, it was agreed that it would be appropriate to introduce it at this point in 
readiness for later direct teaching*.
Discussed and agreed modifications to be made:
• To modify the main heading to be ‘DR. ABC’, to assist understanding and 
retention of key information in sequenced steps.
• To include relevant visual aids to improve information accessibility.
• To modify some vocabulary for easier understanding, e.g. consciousness 
modified to be conscious or unconscious.
• To emphasise key information by using bolding, and clear separation of 
instructions.
* When the terms ‘defibrillation' and 'defibrillator' were introduced as key words to 
the class, the teacher had difficulty with saying and recalling these words herself. The 
SLP suggested referring to 'defibrillators' in the recent Australian colloquialism: 
'Packer Whackers'. This was based on the real-life event of media tycoon Kerry 
Packer, whose life was saved by the quick use of a defibrillator by paramedics when 
he had a heart attack. As a result he ensured that every ambulance in New South 
Wales was equipped with a portable defibrillator. The story was so interesting to the 
students that they became very engaged in the learning of the ‘real words’ (and 
competing with the teacher to learn how to say them!)
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Modified worksheet:
DR. ABC
First Aiders use DR. ABC when someone has been injured. Once the 
dangers and life threatening problems are controlled, the First Aider 
needs to assess and care for the casualty’s injuries. When you are the 
first at the scene of an accident, check the following points in this order:
1.
2 .
ADANGER (to yourself, the casualty and others)
RESPONSE (Is the casualty conscious or unconscious?)
3. AIRWAY
4. BREATHING
5. CIRCULATION
6. DEFIBRILLATION
7. OTHER INJURIES
l. DANGER
Check for any danger to you, the casualty and any by-standers. If the 
casualty is in a dangerous situation you should try to remove the threat 
(e.g. turn off the power). Only move the patient if it is necessary and 
be careful that you do not become the next patient!
NOTE! All unconscious patients should be treated as if they have 
a spinal injury.
2. RESPONSE Establish if the person is conscious or 
unconscious. Ask them questions loudly, such as “Can you hear me?” 
and “What is your name?” You should also:
S  Squeeze the casualty’s shoulders
S  Check the casualty’s eyes to see if the pupils are dilated, and 
S  Send for help.
REMEMBER! Never leave the casualty, under any circumstances.
DR. ABC
A ir w a y
he casualty has no response, place him in the recovery position. By tilting the head backwards 
u can open the airway and clear any visible obstruction from the mouth, such as vomit, loose 
th, dentures, tongue or mouth guard.
B reathing
ieck to see if the casualty is breathing. You can do this in a number of ways:
> LOOK to see if the chest is moving up or down
> LISTEN for air coming from the mouth or nose
> Place your hand near the mouth and nose to FEEL small drafts.
DTE! If the person is not breathing, they should be turned onto their back and given 5 
lick breaths within 10 seconds.
The recovery position
C irculation
ieck for a heartbeat by feeling for a carotid pulse in the neck on either side of the windpipe. Hold 
r 5 seconds. If there is NO pulse, begin Cardio Pulmonary Resuscitation (CPR).
Training secondary teachers 286
3. Subject: Personal Development, Health and Physical Education 
(PDHPE)
Topic: Personal Safety 
Existing worksheet:
ROAD SAFETY QUIZ
1. It is OK if a mother sits a child on her lap while she is driving the car. T/F
2. Texting messages on your phone whilst driving is a hazard. T/F
3. Safety gear must always be worn while rollerblading or riding a bike. T/F
4. When you are a Learner Driver you must have a fully licensed driver with you. T/F
5. If you are on a motorbike you don't have to go around a roundabout, you can go over it. T/F
6. You should stop, revive and survive every 3 hours. T/F
7. A young child (2 year old) can sit in a normal car seat. T/F
8. It is acceptable to beep the horn when someone has done something wrong. T/F
9. You are allowed to drive when you are 16 years old. T/F
10. A pedestrian must always cross at lights or crossings. T/F
11. Travelling 60km at a school zone is acceptable. T/F
12. You can turn the radio up really high when you are in a car. T/F
13.6 people can fit in a small car. T/F
14. Smoking whilst driving a car is permitted. T/F
15. Having a pet in the car is acceptable. T/F
16. When an emergency vehicle (ambulance) is approaching you should veer right. T/F
17. Checking hair and putting on lipstick is acceptable whilst driving. T/F
18. Walking across the road while the red pedestrian light is on is acceptable. T/F
19. You should always put your seat belt on immediately when you sit in a car. T/F
20. Flashing lights on a bus means caution and you must slow down to 40 km. T/F
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Discussion identified the following information accessibility issues:
Many items on this true/false quiz were not relevant to 13-14 year olds, nor could 
they be expected to have knowledge or experience of some of the situations since 
they were not yet driving cars.
It was potentially difficult to make a ‘right or wrong' decision about some 
statements, without knowing the laws governing these actions, or the context. For 
example, it is acceptable to drive at 60 km/hr. in some school zones, except during 
specific hours.
Some vocabulary may have been unfamiliar to the students e.g. hazard, 
pedestrian, veer.
The ‘50/50 possibility of being correct' nature of a true/false written quiz means 
that there is a high possibility of students with reading and comprehension 
difficulties guessing the answer, without attempting any reading. If this is the case 
there is no engagement or learning occurring.
Discussed and agreed modifications to be made:
• To modify the task, which became a ‘cut and paste' activity, involving sorting 
statements into the categories of ‘Risky Behaviours' and 'Safe (Non-Risky) 
Behaviours'.
• To use the terms “Risky' and “Safe (Non-Risky)’. These were chosen to 
increase the students’ awareness of the potential dangers in carrying out some 
actions. This also addressed the ‘right or wrong' issue as outlined above.
• To omit some items and add new ones, so that all situations were appropriate 
for Year 8 students, aged 13-14 years old.
• To carry out the task in small groups, so that there was some discussion and 
decision making involved as well as introducing a competitive element as an 
extra incentive for all students to be engaged in the activity. The task led to a 
great deal of whole-class discussion about the risk versus safety aspects of the 
actions.
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Modified worksheet:
Road Safety Quiz
R isky  B eh av iou rs Safe (N on -R isky ) B eh av iou rs
Texting while driving W earing a seat belt in a car
A small child sitting on som eone’s 
lap in the car
W earing safety gear e.g. a helm et 
when skateboarding or rid ing a 
bike
Having an unrestrained pet in the 
car
W alking across the road at lights 
and crossings
Talk ing on your m obile phone 
while driving
"Stop, revive, survive” every 2 
hours on long trips.
Not wearing a seat belt Keep babies and young children 
in restraints in the car.
Driving for m any hours w ithout 
taking a break
D on ’t do things in the car that 
m ight d istract the driver
Playing very loud music in a car A lways stop, look and listen 
before crossing a road.
Reading a road m ap while driving Keep all dogs on leads near traffic.
Hanging onto the back o f a 
m oving vehicle
A lways walk on the pavem ent, or 
face the traffic if there isn ’t one.
Not wearing safety gear such as a 
bike helmet.
W atch out for pedestrians (people 
walking) when you ’re rid ing 
som ething e.g. a bike or a 
skateboard.
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Road Safety Quiz
R isky  B eh av iou rs Safe (N on -R isky ) B eh av iou rs
Training secondary teachers 290
4. Key topic vocabulary
The following are some examples of the key word topic vocabulary lists, with the descriptions 
created through collaborations between the SLP, the teacher, and in some cases the students 
as a result of a whole-class activity.
The words carrying the most importance in the description are bolded. These were the words 
that the teachers would be expecting the students to use when demonstrating an understanding 
of the words in their oral and written expression, as well as in the post-topic vocabulary tests.
Year 8 History 
Topic: Indigenous Peoples
Word Description
Status Status is the prestige and im portance that someone has in the eyes of 
other people.
Inherited If you inherit money or property, you receive it from someone who 
has died.
Debt A debt is a sum of money that you owe someone. Also: you use debt 
in an expression such as “I owe you a debt" or “I am in your debt” 
when you are expressing gratitude for something that someone has 
done for you.
Drudgery You use drudgery to refer to jobs and tasks which are boring or 
unpleasant but which must be done.
Heir An heir is someone who has the right to inherit a person’s money, 
property or title when that person dies.
Mobility Mobility is the ability to m ove freely from place to place.
Buffalo A buffalo is a wild anim al like a large cow, with horns that curve 
upwards.
Clan A clan is a group that consists of families that are related to each 
other.
Spirit A person's spirit is the non-physical part of them that is believed to 
remain alive after their death. A spirit can also be a ghost or a 
supernatural being.
Reserve A reserve is an area o f land where the animals, birds and plants are 
officially protected. A reservation is an area of land that is kept 
separate for a particular group of people to live in.
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Year 8 Maths
Word Description
Equation An equation is a mathematical statement saying that 2 am ounts or 
values are the sam e.
Algebraic
expression
A type of mathematics in which letters are used to represent 
quantities (num bers)
Pronumeral A letter or symbol to represent a num ber
Variable A variable is a quantity that can have any one of a set of values. It is a 
value that changes.
Solve To solve something is to find a solution, or answer, to a question.
Solution A solution is the answ er to a problem or a question.
Consecutive Follow ing a given pattern e.g. 2,4,6.8... Thursday, Friday, 
Saturday...
Formula A formula is a group of numbers that represents a mathematical rule.
Inequality A range of (m any) answers.
Substitution Substitution is when one thing takes the place, or performs the 
function, o f another thing.
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Year 8 Science 
Topic: Space
Word Description
Astronomy The study of space (the universe).
Galaxy A group of stars.
Telescope An instrument used for looking at stars and space.
Magnification Making an object look bigger.
Gravity The force of Earth pulling on surroundings.
Force To push or pull something.
Friction A force that resists motion.
Newton A unit of measurement that m easures force.
Magnetic Something that attracts m etals, such as iron, nickel and cobalt
Electrostatic An electrical force caused by a charge.
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Year 8 PDHPE 
Topic: First Aid
Word Description
Circulation Circulation is the m ovem ent o f blood through your body.
Respiration Respiration is your breathing, when air is being taken in and let out 
of your airway.
Compression If you compress something, it is pressed or squeezed so that it takes 
up less space. So compression is the act of compressing something
Emergency An emergency is an unexpected and difficult or dangerous situation, 
especially an accident, which arises suddenly and must be dealt with 
quickly.
Conscious Someone who is conscious is awake rather than asleep or 
unconscious. When we are conscious, we are aw are o f w hat is 
happening around us.
Pulse Your pulse is the regular beating o f blood through your body, which 
is caused by the pumping of blood by your heart. You can feel your 
pulse when you touch particular parts of your body, especially your 
wrist.
Elevate If you elevate something, you raise it above a horizontal level.
Hyperthermia If someone has hyperthermia, their body tem perature has become 
dangerously high.
Resuscitation If you resuscitate someone who has stopped breathing, you cause 
them to start breathing again. Resuscitation is the act of 
resuscitating someone.
Cardiac Cardiac means relating to the heart.
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APPENDIX C: Correspondence pertaining to the LINCS Program
Study
1. Participant information: Schools
The University of Sydney
Faculty of Health Sciences
Speech Pathology
The LINCS Program Project: The evaluation of a whole-school intervention for 
adolescents with learning difficulty
------------------------------ High School is invited to participate in a research study that will be
evaluating a whole-school intervention for secondary students with language and literacy- 
based learning difficulties. The LINCS Program (Language In Classrooms), which was 
recently piloted in a Sydney high school, is based on an inter-disciplinary model of service 
delivery, involving speech pathologists, classroom teachers and learning support teachers 
working collaboratively to improve the learning experience for this group of students who are 
often significantly disadvantaged in the classroom environment. The focus of the program is 
on assisting teachers in creating adaptations and modifications to the verbal and written 
language of curriculum delivery, thereby enabling the learning disabled students to 
experience better access to, and learning of, the information, across all subjects and grades.
The aims of this research project are (a) to develop, implement and evaluate an intervention 
supporting adolescents with learning difficulties, (b) to develop this intervention as a resource 
for a range of professionals involved with these students and (c) to ensure that the evaluated 
program will meet international standards of evidence-based best practice.
The study is being conducted by Julia Starling, Speech Pathologist, and will form the basis for 
the degree of PhD at the University of Sydney, under the supervision of Dr. Leanne Togher, 
Senior NHMRC Research Fellow. The study is planned to take three years, commencing 
June 2007. All assessment and program materials and resources, will be provided by the 
University of Sydney research team.
In order for you to make an informed decision about your school’s involvement in the study, 
the following outlines the potential commitment of time and resources, as well as the possible 
benefits to your school. Part of the first step of the project will be to invite Year 7 and 8 
teaching staff, including the Support Teacher Learning Assistants, to be involved in the 
project, through the process of positive informed consent. Additionally, Year 7 students with 
a possible, or previously diagnosed, learning difficulty will be identified, according to a 
validated set of criteria. It is anticipated that this will be approximately 10-15% of the total 
Year 7 enrollment. Identified students will be approached to participate in the study, also 
through a process of positive informed consent, and will undertake a language skills screening 
process to confirm the diagnosis of language-learning difficulty.
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The next phase of the study will involve a language and literacy skills assessment of the 
student participants, using standardised tests with Australian normative data. This assessment 
will form the “pre-test” phase of the study. All test data will be treated with full 
confidentiality, for instance each student will be identified by a numbered code and all 
records will be kept in a secure filing cabinet at the university. As this is to be a randomised 
control-group trial, following these assessments a random allocation process for assigning 
participating schools to treatment or control conditions will occur.
The 10 week program will then be run over the course of a school term, in Term 1 2008 for 
the treatment group of schools, and later in the year in the case of the control group. The 
administration of the program will require the researcher (Julia Starling) to attend the school 
for part of each week, and will be scheduled to fit in with the class and teachers’ timetables. 
The program will be implemented in a variety of ways, including direct consultation with 
participating teachers, in-class collaborative presentations, class material modifications in 
consultation with individual teachers, consultations and collaborative interventions with 
learning support staff and in-services to all teaching staff. The program focuses on the 
modification of verbal and written language used in curriculum delivery, without 
compromising the delivery of curriculum content. Strategies include the modification of topic 
sheets and assignment instruction sheets to include more step-by-step instructions, and 
simplified, more direct language, and the increased use of visual aids and interactive 
demonstrations in classes. Emphasis is placed on the raising of teachers’ awareness of the 
difficulties these students are experiencing, and their learning needs in the whole-class 
context.
It is anticipated that each teacher will need to commit approximately one hour a week to 
“outside class” consultations with the program facilitator. Every effort will be made to 
minimize the need to commit extra time and staffing resources to the program. Most aspects 
of the program will be incorporated into existing timetable structures, such as attendance at 
staff meeting in-services and collaborative presentations.
Teacher participant requirements:
The following summarises the projected commitment from the teachers directly participating 
in the study.
1. Completion of 3 questionnaires at each of the 3 stages of the study (pre, immediate 
post and delayed post). It is envisaged that each questionnaire will take 20 minutes to 
complete. 2 questionnaires can be completed in their own time, one is completed in a 
face-to-face interview.
2. The intervention will take place over the course of a term, in 2008. During the 
intervention teachers will be asked to do the following:
• Have a discussion and planning meeting with the researcher a minimum of 
once a week, for a school period or similar amount of time.
• Supply copies of student handouts such as topic sheets, work sheets, 
assignment sheets, glossaries, and test sheets to the researcher.
• Incorporate aspects of the intervention into their teaching of Year 8 students, 
as discussed between themselves and the researcher. The emphasis of the 
intervention is on the adoption of certain language modifications to existing 
teaching materials, and the incorporation of supplemental materials, that do 
not change the curriculum content that is fundamental to their teaching, and 
that are applicable to all students in their classes.
• Provide the researcher with examples of the students’ work. All materials 
will be de-identified to ensure confidentiality.
• Audiotape some class presentations.
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• Attend in-services presented to all teaching staff at their school.
School staff involvement:
• Each school will provide a study coordinator, who will assist the researcher in such 
in-school management aspects of the study as identification of teacher and student 
participants, timetabling of tests and meetings, and organization of in-services. 
Possible time requirements: 15-30 minutes a week for the duration of the study, 
depending on the phase of the study.
• Support Teacher Learning Assistants and Year Advisors will be involved at the stage 
of identification of students. Possible time requirements: 1 hour at identification stage 
only.
• All school staff will be invited to attend up to two in-services during the intervention 
phase of the study. Total time: 2 x 30 minute in-services, time TBA in consultation 
with individual schools.
• Administrative support: occasional support will be required e.g. sending and 
collecting student consent slips, dissemination of information to teachers. Possible 
time requirements: approx. 2 hours over total period of study.
There are many anticipated benefits to the targeted students, and the teaching staff. Feedback 
from the teachers involved in the pilot project highlighted the positive and effective manner in 
which the program addressed the language and literacy skills of all students with learning 
difficulties, across all subjects. Students had access to strategies that would help them manage 
their learning difficulties without having to be withdrawn from class. An increased 
interchange of ideas between the two professions (teachers and speech pathologists) meant 
that the teachers could provide information regarding curriculum content and vocabulary to 
ensure that any interventions had immediate relevance, and .the speech pathologists could 
provide information regarding students’ literacy and communication needs, and strategies 
directly targeting increased potential for classroom success.
Participation in the study is completely voluntary, and you have the right to withdraw from 
the study at any stage. All aspects of the study, including results, will be strictly confidential 
and only the researchers will have access to the information on participants. A report of the 
study may be submitted for publication, but individual participants will not be identifiable in 
such a report. Concerns or complaints about any aspect of the research study can be 
addressed to the Senior Ethics Officer, Ethics Administration, University of Sydney on (02) 
9351 4811, or fax: (02) 9351 6706, or e-mail gbriody@usyd.edu.au quoting reference 03- 
2007/9924.
When you have read this information, Julia Starling will discuss it with you further and 
answer any questions that you may have. If you would like to know more at this stage, please 
feel free to contact Dr. Leanne Togher on (02) 9351 9639, or at l.togher@usyd.edu.au, or 
Julia Starling on (02) 9351 9539, or atj.starling@usyd.edu.au.
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2. Participant information: Parents and Guardians
The University of Sydney
Faculty of Health Sciences
Speech Pathology
Information sheet for parents and guardians
Research Project: The Language in Classrooms (LINCS) Program: Evaluation of a whole- 
school intervention for adolescents with learning difficulty.
The study is being conducted by Julia Starling, Speech Pathologist, and it is part of a PhD 
degree being supervised by Dr. Leanne Togher at the University of Sydney.
We are asking you if it is all right for your son/daughter to take part in this project. We are 
trying to find out if teachers can help adolescents with learning difficulties learn more 
effectively, by making certain changes to the way information is presented in the classroom.
The information from the study will be used to evaluate the program, and we will report the 
results in journal articles and education newsletters.
We will ask your son/daughter to attend language and literacy skills assessments at school, 
each time it will take about an hour. The first time will be this year when he/she is still in 
Year 7. The second and third times will be next year, when he/she is in Year 8. This is the 
only requirement of his/her direct participation in the study. You will be provided with a 
summary of your son/daughter’s individual assessment results.
Participation is voluntary and your son/daughter will only take part if both you and he/she 
agree. If you decide not to take part, it will not affect his/her results or progress at school.
You and your son/daughter can also change your mind about taking part, even after the study 
has started.
No-one will be able to identify you or your son/daughter from the results of the study, or from 
any publication. Only the researchers will have access to this information. The test results 
and any other confidential information will be stored in a locked cabinet at the university 
department.
Audio recordings of your son/daughter’s teachers will be made as part of this study. These 
recordings will be collected during regular class activities. Only the teacher involved and the 
university research team will hear the recordings. We will use the recordings as part of the 
intervention process, which involves regular discussions between the researcher and 
participating teachers. The recordings will be stored in a secure cabinet at the University of 
Sydney, and will be destroyed after seven years.
When you have read this information, Julia Starling and Dr. Leanne Togher will be available 
to answer any questions that you may have. If you would like to know more at this stage,
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please feel free to contact Julia Starling on (02) 9351 9539 or 0410 490 821, or at 
j.starling@usyd.edu.au or Dr. Leanne Togher on (02) 9351 9639, or at l.togher@usyd.edu.au
Concerns or complaints about any aspect of the research study can be addressed to the Senior 
Ethics Officer, Ethics Administration, University of Sydney on (02) 9351 4811, or fax: (02) 
9351 6706, ore-mail gbriody@usyd.edu.au. quoting reference 03-2007/9924.
This information sheet is for you to keep. Please read and sign the attached consent form, 
and return the form to the school b y .......................................
Parent/Guardian consent form
Research Project: The LINCS Program study
1 (print name)...............................................................................................................................
give consent to the participation of my son/daughter (print name)...........................................
in the following research project:
Full title of project: The Language in Classrooms (LINCS) Program: The evaluation of a 
whole-school intervention for adolescents with learning difficulty.
Chief Investigator: Dr. Leanne Togher, Discipline of Speech Pathology, The University of 
Sydney. Ph: (02) 9351 9639. Fax: (02) 9351 9173. e-mail: l.togher@usyd.edu.au 
Co-Researcher: Julia Starling, Discipline of Speech Pathology, The University of Sydney. 
Ph: (02) 9351 9539. Fax: (02) 9351 9173. e-mail: j.starling@usyd.edu.au
In giving my consent I acknowledge that:
1. The procedures required for the project and the time involved have been explained to me 
and any questions I have about the project have been answered to my satisfaction
2. I have read the Parent Information Sheet and have been given the opportunity to discuss the 
information and my child’s involvement in the project with the researchers
3. I have discussed participation in the project with my child and my child assents to their 
participation in the project
4. I understand that that my child’s participation in this project is voluntary; a decision not to 
participate will in no way affect their academic standing or relationship with the school and 
they are free to withdraw their participation at any time.
5. I understand that all aspects of the study, including results, will be strictly confidential and 
only the researchers will have access to the information on participants. A report of the study 
may be submitted for publication, but individual participants will not be identifiable in such a 
report.
6. I understand that audio recordings will be made as part of the study.
7. I understand that if I have any questions relating to my child’s participation in this research 
I may contact the researchers who will be happy to answer them.
Signed.............................................................................................................................
Name...............................................................................................................................
Date................................................................................................................................
Concerns or complaints about any aspect of the research study can be addressed to the Senior 
Ethics Officer, Ethics Administration, University of Sydney on (02) 9351 4811, or fax: (02) 
9351 6706, or e-mail gbriody@usyd.edu.au quoting reference 03-2007/9924
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3. Participant information: Teachers
The Language in Classrooms (LINCS) Program: Evaluation of a whole-school 
intervention for adolescents with learning difficulty.
-------------------------------High School has agreed to participate in a research study that will
be evaluating a whole-school intervention for secondary students with language and literacy- 
based learning difficulties. As a Year 8 teacher you are being invited to participate directly in 
this study. Most teachers in the school will be participating in the study to some degree, and 
at some stage, through professional development events; however, it will be an important part 
of the study to have a group of Year 8 teachers, from a range of subject areas, more directly 
involved with the program and its evaluation.
Information about the study.
The LINCS Program, which was recently piloted in a Sydney high school, is based on an 
inter-disciplinary model of service delivery, involving speech pathologists, classroom 
teachers and learning support teachers working collaboratively to improve the learning 
experience for this group of students who are often significantly disadvantaged in the 
classroom environment. The focus of the program is on assisting teachers in creating 
adaptations and modifications to the verbal and written language of curriculum delivery, 
thereby enabling the learning disabled students to experience better access to, and learning of, 
the information, across all subjects and grades.
Support for adolescents with learning difficulties is crucial. However, when these students 
move on to secondary education, resources and support services are severely restricted. 
Professionals need to have access to effective and practicable resources, that empower a 
traditionally disadvantaged population by creating a more positive and fulfilling learning 
environment, and that assist teachers in engaging these students in the learning process.
The aims of this research project therefore are (a) to develop, implement and evaluate an 
intervention supporting adolescents with learning difficulties, (b) to develop this intervention 
as a resource for a range of professionals involved with these students and (c) to ensure that 
the evaluated program will meet international standards of evidence-based best practice.
The study is being conducted by Julia Starling, Speech-Language Pathologist, and will form 
the basis for the degree of PhD at the University of Sydney, under the supervision of Dr. 
Leanne Togher, Senior NHMRC Research Fellow. The study is planned to take three years, 
commencing June 2007. All assessment and program implementation resources will be 
provided by the University of Sydney research team.
Participation in the program
In order for you to make an informed decision about your involvement in the study, the 
following outlines such issues as probable time commitment, as well as some of the potential 
benefits of being involved in the study. The 10-week program will be run over the course of a 
school term, probably Term 1 2008 (experimental school), or later in the year (control 
school). The administration of the program will require the researcher (Julia Starling) to 
attend the school for part of each week, and times will be scheduled to fit in with the class and 
teachers’ timetables.
The program focuses on the modification of verbal and written language used in curriculum 
delivery, without compromising the delivery of curriculum content. Strategies include the 
modification of topic sheets and assignment instruction sheets to include more step-by-step
299
Training secondary teachers 300
instructions, and simplified, more direct language, and the increased use of graphic organisers 
and interactive demonstrations in classes. Emphasis is placed on the raising of teachers’ 
awareness of the difficulties these students are experiencing, and their learning needs in the 
whole-class context. The program will be implemented in a variety of ways, including direct 
consultation with participating teachers, class material modifications, supplemental resource 
development, consultations and collaborative interventions with learning support staff and in­
services to all teaching staff.
It is anticipated that each teacher will need to commit approximately one hour a week to 
“outside class” consultations with the program facilitator. Every effort will be made to 
minimise the need to commit extra time and staffing resources to the program. Most aspects 
of the program will be incorporated into existing timetable structures, such as attendance at 
in-services during scheduled staff meetings, and consultations during off-class periods.
Student participants
A group of students who are currently in Year 7 and who have diagnosed or possible 
language and literacy-based learning difficulties, will be identified and will go through a 
process of informed consent to become study participants. These students will be attending 
your classes on a regular basis. They will be assessed at three phases of the study: times will 
vary according to whether they are part of the experimental or control group.
There are many anticipated benefits to the teachers and to participating students. Feedback 
from the teachers involved in the pilot project highlighted the positive and effective manner in 
which the program addressed the language and literacy skills of all students with learning 
difficulties, across all subjects. Students had access to strategies that would help them manage 
their learning difficulties without having to be withdrawn from class. An increased 
interchange of ideas between the two professions (teachers and speech pathologists) meant 
that the teachers could provide information regarding curriculum content and vocabulary to 
ensure that any interventions had immediate relevance, and the speech pathologists could 
provide information regarding students’ literacy and communication needs, and strategies 
directly targeting increasing the potential for classroom success.
Participation in the study is completely voluntary, and you have the right to withdraw from 
the study at any stage. All aspects of the study, including results, will be strictly confidential 
and only the researchers will have access to the information on participants. A report of the 
study may be submitted for publication, but individual participants will not be identifiable in 
such a report. Concerns or complaints about any aspect of the research study can be 
addressed to the Senior Ethics Officer, Ethics Administration, University of Sydney on (02) 
9351 4811, or fax: (02) 9351 6706, or e-mail gbriody@usyd.edu.au, quoting reference 03- 
2007/9924.
When you have read this information, Julia Starling will discuss it with you further and 
answer any questions that you may have. If you would like to know more at this stage, please 
feel free to contact Dr. Leanne Togher on (02) 9351 9639, or at l.togher@usyd.edu.au, or 
Julia Starling on (02) 9351 9539, or atj.starling@usyd.edu.au.
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Teacher participation consent form 
Research Project: The LINCS Program Study
I (print
name)...........................................................................................................................................
consent to becoming a participant in the following research project:
Full title of project: The Language in Classrooms (LINCS) Program: Evaluation of a whole- 
school intervention for adolescents with learning difficulty.
Chief Investigator: Dr. Leanne Togher, Discipline of Speech Pathology, The University of 
Sydney. Ph.: (02) 9351 9639. Fax: (02) 9351 9173. e-mail: l.togher@usyd.edu.au 
Co-Researcher: Julia Starling, Discipline of Speech Pathology, The University of Sydney. 
Ph: (02) 9351 9539. Fax: (02) 9351 9173. e-mail: j.starling@usyd.edu.au
In giving my consent I acknowledge that:
1. The procedures required for the project and the time involved have been explained to me 
and
any questions 1 have about the project have been answered to my satisfaction
2. I have read the Teacher Information Sheet and have been given the opportunity to discuss 
the
information with the researchers
4. I understand that that my participation in this project is voluntary; a decision not to 
participate will in no way affect my relationship with the school and I
am free to withdraw my participation at any time.
5. I understand that all aspects of the study, including results, will be strictly confidential and 
only the researchers will have access to the information on participants. A report of the study 
may be submitted for publication, but individual participants will not be identifiable in such a 
report.
6. I understand that if I have any questions relating to my participation in this research I may 
contact the researchers who will be happy to answer them.
Signed.........................................................................................................................
Name............................................................................................................................
Date................................................................................................................................
Concerns or complaints about any aspect of the research study can be addressed to the Senior 
Ethics Officer, Ethics Administration, University of Sydney on (02) 9351 4811, fax: (02) 
9351 6706, ore-mail gbriody@usyd.edu.au quoting reference 03-2007/9924.
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6. Letter to school with a summary of the student screening results
The University of Sydney Discipline of Speech Pathol
Faculty of Health Science:
Cumberland Campus C42 
PO Box 170 Lidcombe NSW 1825 
Telephone: +61 2 9351 9413 
Facsimile: + 612  93519173  
Email: j.starling@usyd.edu.au
The LINCS Program research study 
Summary of Phase 1: Screening Testing
As part of this study, which is targeting Year 8 teachers and students,.........High School
identified 32 Year 8 students who fit the following criteria:
Inclusion Exclusion
Pre-existing identification of:
• Language impairment/disability
• Language-based learning difficulty, 
including reading comprehension and 
written expression difficulties
Co-occurring problems/diagnoses:
• ADD/ADHD
• Specific learning difficulty (dyslexia)
• Mild range hearing loss
• Intellectual disability
• ASD including high-functioning 
autism
• Moderate/severe/profound hearing 
loss
• Sensory /motor deficits
• Primary phase ESL
• Neurological basis to problems e.g. 
acquired brain injury, epilepsy.
• ADD/ADHD with no associated 
language/learning difficulties
A note was sent home with each student that provided information on the study, requesting 
written permission for their son/daughter's participation. 26 returned signed notes with 
positive consent, 3 returned signed notes with negative consent and 3 notes were unreturned.
The screening of these 26 students involved the following standardised assessment tests:
1. Comprehensive Assessment of Spoken Language (CASL), with a core language 
composite obtained from 4 subtests targeting receptive and expressive oral language
2. Test of Non-Verbal Intelligence (TONI).
As a result of the screening tests 22 students were identified with language disability of a 
specific or non-specific nature. This decision was based on their scores being at least 1 
standard deviation (SD) below the norm on the tests of receptive and expressive language, 
and above -2 SD on the test of non-verbal ability.
These 22 students will become the cohort for main stages of the study. They will be in 
classes taught by the teachers who will form the other cohort of participants, and will be 
tested again at pre and post phases of the study.
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7. Letter to school administration with and up-date of the progress of the study.
The University of Sydney
Faculty of Health Sciences
Speech Pathology
The LINCS Program Study: an up-date (February 2009)
• (...) High School is one of 2 high schools involved in the first wave of the study
• Key people: -(....) program coordinator
-6 teachers: (....) (History/Geography), (....) (Visual Arts), (...)
(PDHPE), (..., ...., and.....) (Maths)
-22 Year 8 students.
• Time frame in 2008:
o Term 2: Identification of Year 8 students (32), notes home for written 
permission.
o Subsequent screening of 26 students, with 22 matching criteria of language- 
based learning difficulty.
o Pre-testing of all students and teachers involved with the study, involving 
(students) standardised tests and questionnaires, and (teachers) focused face- 
to-face interviews and questionnaires.
o Term 3: Wait period (control school), with another period of testing at end 
of Term 3.
o Term 4: Program implementation over 8 weeks 
o Post-testing of teachers and students.
What is The LINCS Program?
The focus of this collaborative program is on the facilitator (a speech pathologist) and 
secondary teachers working together to introduce language modification techniques into the 
many aspects of language used in classroom teaching methods, across all subjects and grades. 
Language underpins most aspects of teaching and learning, for instance in relation to:
• Teachers’ written and spoken instructional language, including the regular 
introduction of key vocabulary and terminology.
• Students’ understanding and use of written and verbal language.
• General communication between teachers and students, e.g. discussions, questions 
and answers, explanations and problem solving.
• Methods of assessment of students’ knowledge.
During the implementation phase of the study, the collaboration took place between the 
researcher (the speech pathologist) and the participating Year 8 teachers, through weekly 
meetings, during which resource and teaching modifications and accommodations were 
discussed and applied to topical resources and teaching situations. Additionally the researcher 
sat in on Year 8 classes, to observe teaching styles, methods and resources in situ.
Where are we up to now?
• The participating teachers are implementing the program, with no further input from 
the speech pathologist. Based on the feedback from the teachers at the end of the
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training period, they are implementing the ideas across the classes they teach at all 
grade levels, in such ways as:
o Identifying a set of key words and terms at the start of each new unit, to 
target through direct vocabulary instruction techniques throughout the 
teaching of the unit.
o Newly creating or re-writing sets of handouts and worksheets, to incorporate 
language modification strategies targeted in the program.
o Incorporating text breakdown strategies to help students process and retain 
the information more effectively.
o Directly teaching written expression strategies such as summarising and 
essay writing structures.
• There will be a final round of testing at the end of Term 1, in line with the
experimental school data collection, and to look at the issue of the sustainability of 
the program.
How can you be involved?
S  By supporting the teachers in your departments who are involved in the study, 
and who have some interesting ideas that they would love to share!
S  By facilitating the sharing of this information throughout your department, and 
inter- departmentally. The teachers involved with the study have consistently 
observed how much language is involved in ALL aspects of learning, regardless 
of the subject and grade level being taught.
■S By assisting and encouraging the development of up-dated resources, such as 
unit worksheets and assessment resources.
S  Read the folder.....try some ideas yourselves...... invite me to a departmental
meeting.......
Recommended resources for the faculty room shelf:
1. Collins Cobuild Learners" Dictionary (Collins Cobuild Series) (2nd Revised edition, 
2003)
2. One in Eleven: Practical strategies for teaching adolescents with a Language
Learning Disability. Brent, Gough & Robinson. Acer Press, 2001
3. Working Together: Linking skills and curriculum for adolescents with a Language
Learning Disability. Brent & Millgate-Smith. Acer Press, 2008.
Thank you for so actively supporting your school’s participation in this study.
Best regards,
Julia Starling
Principal Researcher, on behalf of the LINCS Program Research Team at the
University of Sydney.
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8. Instructions for Research Assistants: Levels of Use teacher interview protocol.
Concerns-Based Adoption Model: Levels of Use
Concerns Based Systems International 
Southwest Educational Development Laboratory
The Levels of Use (LoU Concerns-Based Adoption Model: Levels of Use
Concerns Based Systems International 
Southwest Educational Development Laboratory
The Levels of Use (LoU) is one of three diagnostic dimensions of the Concerns- 
Based Adoption Model (CBAM), a measurement of the process of adoption of a 
new intervention. LoU focuses on behaviours and shows how users are acting with 
respect to a specific change. The Stages of Concern (SoC) provides a framework for 
understanding the personal side of the change process from the individual’s point of 
view. Together, the SoC and the LoU provide a description of the dynamics of an 
individual involved in change, one focusing on feelings, the other on behaviours (Hall 
et al. 2006).
The LoU tool is presented in the form of a focused interview. The interviewer is a 
professional trained in the LoU interview process; the interviewees will be the group 
of teachers participating in the research study. The focus of the interview will be on 
the introduction of “modified language techniques”, which will be referred to 
throughout as “the intervention”.
There are 8 stages of levels of use (including 3 non-use and 5 use stages), and 7 key 
indicators. The interview follows a “Branching Chart”, which guides the interviewer 
to the questions to be asked at certain points of the interview. These are referred to as 
“Decision Points”. The interview provides information that is then plotted on “The 
LoU Chart”, and provides quantifiable data over time i.e. at the different stages of the 
study.
The interview protocol provides the following resources:
1. General interview guidelines (page 1-2).
2. LoU questions and probes to be used at each stage of the interview (pages 3- 
18)
3. A Branching Chart (page 19)
4. LoU Rating Sheet, (page 20)
3. General interview guidelines
• Each study participant will be interviewed individually, and the interview will 
be audio-taped for data collection purposes.
• The interview will take approximately 20 to 30 minutes.
• For confidentiality purposes, each interviewee will be identified by a code, 
which, together with the date of the interview, must be stated at the start of 
each audiotaped interview. Written permission for the use of tape recordings 
has already been given by the interviewee, however please explain at the start 
that the interview will be taped.
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• Because this is a “focused interview” there are questions that need to be asked 
at the different stages of the interview. Additionally, the interviewer can 
probe with open-ended questions for further information, in order to clarify 
the interviewees' responses and better gauge the level of use for each 
category. There are certain introductory questions to be asked in the initial 
stages of the interview, and these are outlined in section 3. However, due to 
the nature of the research study, the interviewer must not discuss the specific 
details of the actual program being trialed in the study.
• The rating sheet and audio file (on CD) for each person interviewed are to be 
returned to the researcher, for transcription and data analysis.
4. Levels of Use questions.
There are some questions that need to be asked at certain levels. The questions are 
included in Appendix 1 : Levels of Use questions chart. Even though the questions 
have been repeated in print at the different categories, it is not necessary to actually 
repeat the question, and the original answer will apply across the different categories.
5. Probing questions
See Appendix 1 for suggested open-ended questions that can be used at different 
stages of the interview. These questions are optional, and may be asked to obtain 
further information for different categories, and for making decisions about the level 
of use for that category.
The following guidelines are to be used at the start of the interview, as the
interviewee needs to establish whether the interviewee sees him/herself as a user or 
non-user of the ideas targeted in the program. This will provide guidance about 
whether you start the interview at the “non-user" levels (levels I and II) or “user" 
level (level III onwards). The following is suggested as an opener to the interview:
“The research project will he targeting the use o f modified language techniques in the 
classroom. I will he asking you a series o f questions, and to a certain extent we can 
discuss what they mean and how they apply to you and your particular teaching 
circumstances. Because this is a research study I am not able to discuss the actual 
program that will he used in the study. I'll be referring many times to “the 
intervention ”, and what I am referring to here is the focus o f the program, which is 
“modified language techniques ”.
You will also be completing a questionnaire where you will be providing specific 
information about your teaching experiences, but at this stage o f the interview we 
need to establish some facts about your current experience in relation to the focus of 
the study.
Firstly, can you please tell me about your particular teaching responsibilities? What 
subjects do you teach, and to which grades?
In order to accommodate all the students in your classes, including students with 
different learning needs, are you conscious o f making modifications in any o f these 
areas:
• The way you talk to the class
• Classroom written language worksheets, assignment and test sheets.
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•  The way you assist students with their oral and written expression?
Thanks, and now we 'll move onto some more specific questions about this 
intervention. "
Levels of Use Question Chart
General descriptors of the 8 Levels of Use of the intervention:
Level 0: Non-use. State in which the user has little or no knowledge of the 
intervention, has no involvement with the intervention, and is doing nothing toward 
becoming involved.
Level I: Orientation: State in which the user has acquired or is acquiring 
information about the intervention and/or has explored or is exploring its value and 
its demands upon the user and the user system.
Level II: Preparation. State in which the user is preparing for the first use of the
intervention.
Level III: Mechanical Use: State in which the user focuses most effort on the short­
term, day-to-day use of the intervention with little time for reflection. Changes in 
use are made more to meet user needs than target population needs. The user is 
primarily engaged in a stepwise attempt to master the tasks required to use the 
innovation, often resulting in disjointed and superficial use.
Level IV A: Routine: Use of the intervention is stabilised. Few if any changes are 
being made in ongoing use. Little preparation or thought is being given to improving 
innovation use or its consequences.
Level IV B: Refinement: State in which the user varies the use of the intervention
to increase the impact on target populations within immediate sphere of influence. 
Variations are based on knowledge of both short- and long-term consequences for 
clients.
Level V: Integration: State in which the user is combining own efforts to use the 
intervention with the related activities of colleagues to achieve a collective impact 
on clients within their common sphere of influence.
Level VI: Renewal: State in which the user re-evaluates the quality of use of the 
intervention, seeks major modifications or alternatives to the present intervention 
to achieve increased impact on target populations, examines new developments in the 
field, and explores new goals for self and the system.
Colour coding for questions/probes:
1. Required questions, with answers applied to different categories
2. Required questions already asked in previous category, apply answers 
at this point
3. Probing questions
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Category 1: Knowledge. That which the user knows about characteristics of the intervention, 
how to use it and the consequences of its use. This is cognitive knowledge related to using the 
intervention, not feelings or attitudes.__________________________ ___________________
Levels as applied to each 
category
Required questions Probes
Level 0: Non-use. Knows 
nothing about this or similar 
interventions or has only very 
limited general knowledge of 
efforts to develop innovations 
in the area.
Decision Point A: Takes 
action to learn more detailed 
information about the 
intervention.
Are you using the ideas targeted in 
the intervention? (No= proceed to 
Levels I and II, Yes= proceed to 
Level III)
No need to probe at this stage, 
information has been provided in 
the “lead-in” probe (see # 3, 
page 2: Probing Questions)
Level 1: Orientation. Knows 
general information about the 
intervention such as origin, 
characteristics, and 
implementation requirements. 
Decision Point B: Makes a 
decision to use the intervention 
by establishing a time to begin. 
Score at Level II.
Q1 : Have you made a decision to 
use the intervention in the future?
If so, when? (No = proceed to Q2 
Yes= proceed to Level II)
Q2: Are you currently looking for 
information about the intervention? 
( Final score: No= Level 0, Yes= 
Level I)
Probe re plans to gain more 
information about the 
intervention, and awareness of 
the time frame involved, as 
indicated.
Level II: Preparation. Knows 
logistical requirements, 
necessary resources and timing 
for initial use of the 
intervention, and details of 
initial experience for target
Final score: Level IIparticipants. ► 
Decision Point C: Changes, if 
any, and use are dominated by 
user needs. Target participants 
may be valued, however 
management, time, or limited 
experimental knowledge 
dictate what the user does.
Level III: Mechanical Use: 
Knows on a day-to-day basis 
the requirements for using the 
intervention. Is more 
knowledgeable on short-term 
activities and effects than long- 
range activities and effects of 
the intervention.
_____________ ^
1. Have you made any changes 
recently in how you use the 
intervention?
2. What do you see as the strengths 
and weaknesses of the intervention 
in your situation? Have you made 
any attempt to do anything about 
the weaknesses?
Final score: Level III (User- 
oriented)
What are these changes? Why 
did you make them? How 
recently did you make them?
Are you considering making any 
/any more changes?
Ask for specific examples of 
helpful and effective aspects of 
the intervention, as well as 
examples of the problems and 
limitations encountered.
Decision Point D-l: A routine 
pattern of use is established.
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Changes for target participants 
may be made routinely but 
there are no recent changes 
outside the pattern.
Level IVA: Routine: Knows 
both short-term and long-term 
requirements for use and how 
to use the intervention with 
minimum effort and stress. — ^  
Decision Point D-2: Changes 
use of the intervention based 
on formal or informal 
evaluation in order to increase 
client outcomes. The changes 
must be recent.
Final score: Level IVA  (N othing  
unusual)
Level IVB: Refinem ent:
Knows cognitive and affective 
effects of the intervention on 
target participants and ways for 
increasing impact on target 
participants.
Decision Point E: Initiates 
changes in use of intervention 
based on input of, and in 
coordination with, what 
colleagues are doing.
Are you coordinating your use of 
the intervention with other users, 
including others not in the original 
group of users?
(N o= Final score Level IVB, 
Y es= go to Level V)
Do you ever talk with others and 
share information about the 
intervention? What do you 
share with them?
Level V: Integration: Knows 
how to coordinate own use of 
the intervention with 
colleagues to provide a 
collective impact on target 
participants.
Decision Point F: Begins 
exploring alternatives or major 
modifications to the 
intervention presently in use.
Are you planning or exploring 
making major modifications, or 
replacing the intervention?
(N o=final score Level V , Y es=  
proceed to Level VI)
What are the strengths and 
weaknesses of this collaboration 
for you?
Level VI: Renewal: Knows of 
alternatives that could be used 
to change or replace the present 
intervention that would 
improve the quality of 
outcomes of its use.
Final score Level VI
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Category 2: Acquiring Information: Solicits information about the intervention in 
a variety of ways, including questioning resource persons, corresponding with 
resource agencies reviewing printed materials and making visits.________________
Levels as applied to each 
category
Required questions Probes
Level 0: Non-use. Takes little 
or no action to solicit 
information beyond reviewing 
descriptive information about 
this or similar interventions, 
when it happens to come to 
personal attention.
Decision Point A: Takes 
action to learn more detailed 
information about the 
intervention.
Are you using the ideas targeted in the 
intervention? (No= proceed to Levels I 
and II, Yes= proceed to Level III)
Level 1: Orientation. Seeks 
descriptive information about 
the intervention. Seeks 
opinions and knowledge of 
others through discussions, 
visits or workshops.
Decision Point B: Makes a 
decision to use the intervention 
by establishing a time to begin. 
Score at Level II.
Q1 : Have you made a decision to use 
the intervention in the future? If so, 
when? (No=Q2, Yes= Level II)
Q2: Are you currently looking for 
information about the intervention? ( 
Final score: No= Level 0, Yes= 
Level I)
Are you currently 
looking for any 
information about the 
intervention? What 
kinds? For what 
purposes?
Level II: Preparation. Seeks 
information and resources 
specifically related to 
preparation of use of the 
intervention in own setting. — ► 
Decision Point C: Changes, if 
any, and use are dominated by 
user needs. Target participants 
may be valued, however 
management, time, or limited 
experimental knowledge 
dictate what the user does.
Final score: Level II
Level III: Mechanical Use: 
Solicits management 
information about such things 
as logistics, scheduling 
techniques, and ideas for 
reducing time and work
required of user. -------
Decision Point D-l: A routine 
pattern of use is established. 
Changes for target participants
Have you made any changes recently in 
how you use the intervention?
Final score: Level III (User- 
- oriented)
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may be made routinely but 
there are no recent changes 
outside the pattern.
Level IVA: Makes no special 
effort to seek information as a 
part of the on-going use of the 
intervention.
Decision Point D-2: Changes 
use of the intervention based 
on formal or informal 
evaluation in order to increase 
client outcomes. The changes 
must be recent.
Level IVB: Refinement.
Solicits information and 
materials that focus specifically 
on changing the use of the 
intervention to affect client 
outcomes.
Decision Point E: Initiates 
changes in use of intervention 
based on input of and in 
coordination with what 
colleagues are doing.
Are you coordinating your use of the 
intervention with other users, including 
others not in the original group of 
users?
Level V: Intervention:
Solicits information and 
opinions for the purpose of 
collaborating with others in use 
of the intervention.
Decision Point F: Begins 
exploring alternatives or major 
modifications to the 
intervention presently in use.
Are you planning or exploring making 
major modifications, or replacing the 
intervention?
Are you looking for any 
particular kind of 
information in relation 
to this collaboration?
Level VI: Renewal: Seeks 
information and materials 
about other interventions as 
alternatives to the present 
intervention or for making 
major adaptations to the 
intervention.
Category 3: Sharing. Discusses the intervention with others. Shares plans, idea, 
resources, outcomes and problems related to the use of the intervention._________
Levels as applied to each 
category
Required questions Probes
Level 0: Non-use. Is not
communicating with others 
with others about the 
intervention
Decision Point A: Takes 
action to learn more detailed
Are you using the ideas 
targeted in the intervention? 
(No= proceed to Levels I and 
II, Yes= proceed to Level III)
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information about the 
intervention.
L e v e l 1: O r ie n ta tio n .
Discusses the intervention in 
general terms and/or exchanges 
descriptive information, 
materials or ideas about the 
intervention and possible 
implications of its use.
D e c is io n  P o in t  B: Makes a 
decision to use the intervention 
by establishing a time to begin. 
Score at Level II.
Q1: Have you made a decision 
to use the intervention in the 
future? If so, when? (N o = Q 2 ,  
Y e s=  L e v e l II)
Q2: Are you currently looking 
for information about the 
intervention? (F in a l sco re :  
N o =  L e v e l 0 , Y e s=  L e v e l I)
1. Do you ever talk with others 
and share information about the 
intervention? What do you 
share?
2. At this point in time, what 
kinds of questions are you 
asking about the intervention? 
Give some examples.
L e v e l II: P r e p a r a tio n .
Discusses resources needed for 
initial use of the intervention. 
Joins others in pre-use training 
and in planning for resources, 
logistics, schedules etc. in 
preparation for its first use. 
D e c is io n  P o in t C: Changes, if 
any, and use are dominated by 
user needs. Target participants 
may be valued, however 
management, time, or limited 
experimental knowledge 
dictate what the user does.
L e v e l III: M e c h a n ic a l U se: 
Discusses management and 
logistical issues related to the 
use of the intervention. 
Resources and materials are 
shared for purposes of reducing 
management, flow and 
logistical problems related too 
use o f the intervention. 
D e c is io n  P o in t D - l :  A routine 
pattern of use is established. 
Changes for target participants 
may be made routinely but 
there are no recent changes 
outside the pattern.
Have you made any changes 
recently in how you use the 
intervention?
Do you ever talk with others 
about the intervention? What 
do you tell them?
L e v e l IV A : R o u tin e :
Describes current of the 
intervention with little or no 
reference to ways of changing 
its use.
D e c is io n  P o in t D -2: Changes 
use of the intervention based
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on formal or informal 
evaluation in order to increase 
client outcomes. The changes 
must be recent.
Level IVB: Refinement:
Discusses own methods of 
modifying use of the 
intervention to change client 
outcomes.
Decision Point E: Initiates 
changes in use of intervention 
based on input of and in 
coordination with what 
colleagues are doing.
Are you coordinating your use 
of the intervention with other 
users, including others not in 
the original group of users?
Level V: Integration:
Discusses efforts to increase 
client impact through 
collaboration with others on 
personal use of the intervention 
Decision Point F: Begins 
exploring alternatives or major 
modifications to the 
intervention presently in use.
Are you planning or exploring 
making major modifications, or 
replacing the intervention?
When you talk to others about 
your collaboration, what do 
you share with them?
Level VI: Renewal: Focuses 
discussions on identification of 
major alternatives to or 
replacements for the current 
intervention.
Category 4: Assessing. Examines the potential or actual use of the intervention or 
some aspect of it. This can be a mental assessment or can involve actual collection 
and analysis of data._____________________________________ _____________
Levels as applied to each 
category
Required questions Probes
Level 0: Non-use. Takes no 
action to analyse the 
intervention, its characteristics, 
possible use or consequences 
of use.
Decision Point A: Takes 
action to learn more detailed 
information about the 
intervention.
Are you using the ideas 
targeted in the intervention? 
(No= proceed to Levels I and 
II, Yes= proceed to Level III)
Level 1: Orientation.
Analyses and compares 
materials, content, 
requirements for use, 
evaluation reports, potential
Q1: Have you made a decision 
to use the intervention in the 
future? If so, when? (No=Q2, 
Yes= Level II)
1. What are the strengths and 
weaknesses of the intervention 
for your situation?
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outcomes, strengths and 
weaknesses for purpose of 
making a decision about the 
use of the innovation.
D e c is io n  P o in t  B: Makes a 
decision to use the intervention 
by establishing a time to begin. 
Score at Level II.
Q2: Are you currently looking 
for information about the 
intervention? (F in a l sco re :  
N o =  L ev e l 0 , Y e s=  L e v e l I)
2. At this point in time, what 
kinds of questions are you 
asking about the intervention? 
Give some examples.
L e v e l II: P r e p a r a tio n .
Analyses detailed requirements 
and available resources for 
initial use of the intervention. 
D e c is io n  P o in t  C: Changes, if 
any, and use are dominated by 
user needs. Target participants 
may be valued, however 
management, time, or limited 
experimental knowledge 
dictate what the user does.
L e v e l III: M e c h a n ic a l U se: 
Examines own use of the 
intervention with respect to 
problems of logistics, time 
management, time schedules, 
resources and general reactions 
o f the clients.
D e c is io n  P o in t  D - l :  A routine 
pattern of use is established. 
Changes for target participants 
may be made routinely but 
there are no recent changes 
outside the pattern.
Have you made any changes 
recently in how you use the 
intervention?
What do you see as the effects 
of the intervention? In what 
way have you determined this? 
Are you doing any evaluating, 
either formally or informally, 
of the use of the intervention? 
Have you received feedback 
from the students? What have 
you done with the information 
you get?
L e v e l IV A : R o u tin e : Limits 
evaluations activities too those 
administratively required, with 
little attention paid to findings 
for the purpose of changing 
use.
D e c is io n  P o in t  D -2: Changes 
use of the intervention based 
on formal or informal 
evaluation in order to increase 
client outcomes. The changes 
must be recent.
L e v e l IV B : R efin em e n t:
Assesses use of the 
intervention for the purpose of 
changing current practices to 
improve client outcomes.
Are you coordinating your use 
of the intervention with other 
users, including others not in 
the original group of users?
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Decision Point E: Initiates 
changes in use of intervention 
based on input of and in 
coordination with what 
colleagues are doing.
Level V: Integration:
Appraises collaborative use of 
the intervention in terms of 
client outcomes and strengths 
and weaknesses of the 
integrated effort.
Decision Point F: Begins 
exploring alternatives or major 
modifications to the 
intervention presently in use.
Are you planning or exploring 
making major modifications, or 
replacing the intervention?
Have you done any formal or 
informal evaluation of how 
your collaboration is working?
Level VI: Renewal: Analyses 
advantages and disadvantages 
of major modifications or 
alternatives to the present 
intervention.
Category 5: Planning. Designs and outlines short and/or long-term steps to be 
taken during process f  intervention adoption i.e. aligns resources, schedules , and 
activities, and meets with others to organise and/or coordinate use of the 
intervention.
Levels as applied to each 
category
Required questions Probes
Level 0: Non-use. Schedules 
no time and specifies no steps 
for the study or use of the 
intervention.
Decision Point A: Takes 
action to learn more detailed 
information about the 
intervention.
Are you using the ideas 
targeted in the intervention? 
(No= proceed to Levels I and 
II, Yes= proceed to Level III)
Level 1: Orientation. Plans to 
gather necessary information 
and resources as needed to 
make a decision for or against 
the use of the intervention. 
Decision Point B: Makes a 
decision to use the intervention 
by establishing a time to begin. 
Score at Level II.
Q 1 : Have you made a decision 
to use the intervention in the 
future? If so, when? (No=Q2, 
Yes= Level II)
Q2: Are you currently looking 
for information about the 
intervention? (Final score: 
No= Level 0, Yes= Level I)
What are you planning with 
respect to the intervention?
Can you tell me about any 
preparations or plans you have 
been making for the use of the 
intervention?
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L evel II: P rep aration .
Identifies steps and procedures 
entailed in obtaining resources 
and organising activities and 
events for initial use of the 
intervention.
D ecision  P oin t C: Changes, if 
any, and use are dominated by 
user needs. Target participants 
may be valued, however 
management, time, or limited 
experimental knowledge 
dictate what the user does.
L evel III: M ech a n ica l Use: 
Plans for organising and 
managing resources, activities 
and events related primarily to 
immediate on-going use of the 
intervention. Planned-for 
changes address managerial or 
logistical issues with a short­
term perspective.
D ecision  P oint D -l:  A routine 
pattern of use is established. 
Changes for target participants 
may be made routinely but 
there are no recent changes 
outside the pattern.
Have you made any changes 
recently in how you use the 
intervention?
As you look ahead to later this 
year, what plans do you have in 
relation to the intervention?
L evel IVA : R outine: Plans 
intermediate and long-term 
actions with little projected 
variation in how the 
intervention will be used. 
Planning focuses on routine use 
of resources, personnel etc. 
D ecision  P oint D-2: Changes 
use of the intervention based 
on formal or informal 
evaluation in order to increase 
client outcomes. The changes 
must be recent.
L evel IVB: R efin em en t:
Develops intermediate and 
long range plans that anticipate 
possible and needed steps, 
resources and events designed 
to enhance client outcomes. 
D ecision  P oin t E: Initiates 
changes in use of intervention
Are you coordinating your use 
of the intervention with other 
users, including others not in 
the original group of users?
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based on input of and in 
coordination with what 
colleagues are doing.
Level V: Integration: Plans 
specific actions to coordinate 
own use of the intervention 
with others to achieve 
increased impact on clients 
Decision Point F: Begins 
exploring alternatives or major 
modifications to the 
intervention presently in use.
Are you planning or exploring 
making major modifications, or 
replacing the intervention?
What plans do you have for 
this collaborative venture in the 
future?
Level VI: Renewal: Plans 
activities that involve pursuit of 
alternatives to enhance or 
replace the intervention.
Category 6: Status reporting. Describes personal stand at the present time in 
relation to use of the intervention.
Levels as applied to each 
category
Required questions Probes
Level 0: Non-use. Reports 
little or no personal 
involvement with the 
intervention.
Decision Point A: Takes 
action to learn more detailed 
information about the 
intervention.
Are you using the ideas 
targeted in the intervention? 
(No= proceed to Levels I and 
II, Yes= proceed to Level III)
Level 1: Orientation. Reports 
personally orienting self to 
what the intervention is and is 
not.
Decision Point B: Makes a 
decision to use the intervention 
by establishing a time to begin. 
Score at Level II.
Q 1: Have you made a decision 
to use the intervention in the 
future? If so, when? (No=Q2, 
Yes= Level II)
Q2: Are you currently looking 
for information about the 
intervention? (Final score: 
No= Level 0, Yes= Level I)
1. Have you made a decision to 
use the intervention in the 
future? If so, when?
2. At this point in time, what 
kinds of questions are you 
asking about the intervention? 
Give some examples.
Level II: Preparation.
Reports preparing self for 
initial use of the intervention. 
Decision Point C: Changes, if 
any, and use are dominated by 
user needs. Target participants 
may be valued, however 
management, time, or limited 
experimental knowledge 
dictate what the user does.
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L evel III: M ech an ica l Use: 
Reports that logistics, time, 
management, resource 
organisation etc. are the focus 
of the most personal efforts to 
use the intervention.
D ecision  P oint D -l:  A routine 
pattern of use is established. 
Changes for target participants 
may be made routinely but 
there are no recent changes 
outside the pattern.
Have you made any changes 
recently in how you use the 
intervention?
What changes? Why? How 
recently? Are you considering 
making any changes?
L evel IVA: R outine: Reports 
that personal use of the 
intervention is going along 
satisfactorily with few if any 
problems.
D ecision  P oint D-2: Changes 
use of the intervention based 
on formal or informal 
evaluation in order to increase 
client outcomes. The changes 
must be recent.
L evel IVB: R efin em ent:
Reports varying use of the 
intervention in order to change 
client outcomes.
D ecision  Point E: Initiates 
changes in use of intervention 
based on input of and in 
coordination with what 
colleagues are doing.
Are you coordinating your use 
of the intervention with other 
users, including others not in 
the original group of users?
L evel V: Integration:
Reports spending time and 
energy collaborating with 
others about integrating own 
use of the intervention. 
D ecision  P oint F: Begins 
exploring alternatives or major 
modifications to the 
intervention presently in use.
Are you planning or exploring 
making major modifications, or 
replacing the intervention?
L evel VI: R enew al: Reports 
considering major 
modifications or alternatives to 
present use of the intervention.
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Category 7: Performing. Carries out the actions and activities entailed in putting 
the intervention into operation.
Levels as applied to each 
category
Required questions Probes
Level 0: Non-use. Takes no 
discernible action towards 
learning about or using the 
intervention. The intervention 
and/or its accoutrements 
(resources) are not present or in 
use.
Decision Point A: Takes 
action to learn more detailed 
information about the 
intervention.
Are you using the ideas 
targeted in the intervention? 
(No= proceed to Levels I and 
II, Yes= proceed to Level III)
Level 1: Orientation.
Explores the intervention and 
requirements for its use by 
talking to others about it, 
reviewing descriptive 
information and sample 
materials, attending orientation 
sessions, and observing others 
using it.
Decision Point B: Makes a 
decision to use the intervention 
by establishing a time to begin. 
Score at Level II.
Q1 : Have you made a decision 
to use the intervention in the 
future? If so, when? (No=Q2, 
Yes= Level II)
Q2: Are you currently looking 
for information about the 
intervention? (Final score: 
No= Level 0, Yes= Level I)
(Also category 6 question) 
Have you made a decision to 
use the intervention in the 
future? If so, when?
Level II: Preparation. Studies 
reference materials in depth, 
organizes resources and 
logistics, and schedules and 
receives skills training in 
preparation for its initial use. 
Decision Point C: Changes, if 
any, and use are dominated by 
user needs. Target participants 
may be valued, however 
management, time, or limited 
experimental knowledge 
dictate what the user does.
Level III: Mechanical Use: 
Manages the intervention with 
varying degrees of efficiency. 
Often lacks anticipation of 
immediate consequences. The 
flow of actions in the user and 
clients is often disjointed,
Have you made any changes 
recently in how you use the 
intervention?
(Also category 6 question) 
Have you made any changes 
recently to how you use the 
intervention? What? Why? 
How recently? Are you 
considering making any 
changes?
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uneven and uncertain. When 
changes are made, they are 
primarily in response to 
logistical and organizational 
problems.
D ecision  P o in t D -l:  A routine 
pattern of use is established. 
Changes for target participants 
may be made routinely but 
there are no recent changes 
outside the pattern.
L evel IV A : R outine: Uses the 
intervention smoothly with 
minimal management 
problems, over time there is 
little variation in pattern of use. 
D ecision  P o in t D-2: Changes 
use of the intervention based 
on formal or informal 
evaluation in order to increase 
client outcomes. The changes 
must be recent.
L evel IV B : R efin em en t:
Explores and experiments with 
alternative combinations of the 
intervention with existing 
practices to maximize client 
involvement and optimise 
client outcomes.
D ecision  P oint E: Initiates 
changes in use of intervention 
based on input of and in 
coordination with what 
colleagues are doing.
Are you coordinating your use 
of the intervention with other 
users, including others not in 
the original group of users?
L evel V: In tegration :
Collaborates with others in the 
use of eth intervention as a 
means of expanding the 
intervention's impact on 
clients. Changes in use are 
made in coordination with 
others.
D ecision  P oin t F: Begins 
exploring alternatives or major 
modifications to the 
intervention presently in use.
Are you planning or exploring 
making major modifications, or 
replacing the intervention?
How do you work together? 
How frequently?
L evel V I: R enew al: Explores 
other interventions that could 
be used in combination with or 
in place of the present
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intervention, in an attempt to 
develop more effective means 
of achieving client outcomes.
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OVERVIEW
Title of Research Study: The Language in Classrooms (LINCS) Program: 
Evaluation of a whole-school intervention for adolescents with language- 
based learning difficulty
This research study will be evaluating a whole-school intervention for 
secondary students with language-based learning difficulties. The LINCS 
Program (Language In Classrooms), which was piloted in a Sydney high 
school in 2006, is based on an inter-disciplinary model of service delivery, 
involving speech pathologists and classroom teachers working collaboratively 
to improve the learning experience for this group of students who are often 
significantly disadvantaged in the classroom environment. The focus of the 
program is on assisting teachers in creating adaptations and modifications to 
the verbal and written language of curriculum delivery, thereby enabling the 
learning disabled students to experience better access to, and learning of, the 
information, across all subjects and grades.
Year 8 students at the participating high schools will undergo an individual 
assessment at 3 phases of the study. The test administration will be at the 
students’ schools during school hours, and will be undertaken by 4th Year and 
Masters University of Sydney Speech Pathology students, under the 
supervision of the co-researcher who is a qualified speech pathologist. All 
speech pathology students involved in the study will attend a training session 
before undertaking the test administration.
Each assessment session will take approximately 60 minutes, and will include 
the administration of sub-tests from a standardised assessment test (as 
detailed below), as well as a short “scripted” interview. Parts of the 
assessment session will be audiotaped for data collection purposes.
It will be each test administrator’s responsibility to provide the researcher with 
completed and scored test forms and interview transcripts, as soon as 
possible after the assessment sessions. All materials will be treated with full 
confidentiality, for example each study participant will be given an 
identification code, and all test data will be kept in a secured drawer at the 
University of Sydney.
This study has been approved by the Human Research Ethics Committee, 
University of Sydney (Reference #: 9924), and NSW Department of Education 
and Training, SERAP # 2007036.
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TEST ADMINISTRATION
Wechsler Individual Achievement Test- Second Edition (WIAT-II): Australian 
Standardised Edition. Harcourt Assessment USA 2007
General instructions
Resources needed:
• Test Record Form (Australian Adaptation)
• Stimulus Booklets #s 1 and 2
• Tape recorder
• Stop watch
• Blank, ruled paper/pen.
Complete front page of test booklet as follows
• Write participant’s code under name (this will be given to you ahead of 
time)
• Record your name (examiner), name of school, date tested, date of 
birth and age of participant.
• Complete scores as follows:
1. Individual scores for the 4 subtests: subtest standard score, 
percentile, age equivalent, grade equivalent.
2. Composite score for Oral Language set i.e. Listening 
Comprehension and Oral Expression.
Follow all test administration directions as printed in the test booklets.
Sub-test instructions
1. Reading Comprehension
2. Written Expression
3. Listening Comprehension
4. Oral Expression
1. Reading Comprehension.
• Need record form, Stimulus Booklet 1 and stopwatch.
• For Grade 8 students, start at Item 75 : How California Came 
To Be.
• Read and understand Reverse Rule for Grades 1-8: Score of
0 on all of the grade-specific reversal items given, go back 
three start points and continue by following the administration 
rules of the new grade level.” In the case of a Grade 8 subject, 
this means that if they make an error on all 6 items 75-80, go 
back three start points i.e. to Grade 4, Item 34: Crickets, and 
start testing again from that point forward. The reverse rule is 
only applied once, i.e. continue from this point regardless of the 
subject’s score from that point.
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• There is no discontinue rule for this sub-test, all subjects 
continue to and STOP at Item 114.
• There are 3 types of items in this reading subtest: Words, 
sentences and passages.
> Sentences must be read aloud
> Words and passages must be read silently.
> Subjects can continue to look at the text while they 
answer the questions.
• Read and learn the scoring system so that you can score “on­
line” as often as possible. The points are specified with each 
item.
• Note the instructions for what to do if the subject cannot read a 
word (second page of Reading Comprehension Administration) 
i.e. say” I cannot help you with any of the words, so just do the 
best you can”. This is a reading skills assessment, under no 
circumstances read words for the subjects. There are 
additional instructions about pauses and cuing on this page.
• If the subject gives a response marked by the letter “Q”, this 
means you must QUERY the response. Say, “Tell me more”. If 
you are unsure of scoring the response, record it verbatim and 
return to it later Additional scoring examples are provided in 
Appendix A. 1 of the supplements.
• Complete the Grade 8 summary of scores, after Item 140 on 
the record form.
• Complete the Reading Comprehension Qualitative 
Observations checklist at the end of the subtest.
2. Written Expression
• Need record form, Stimulus Booklet 2, response booklet, pens, 
blank paper and stopwatch.
• For Grade 8 students, start at Item 10: Word Fluency. The 
following are administered for this grade: Word Fluency, 
Sentences and Essay.
• There is no discontinue rule for this sub-test, all subjects 
continue to and STOP at Item 16 (Prompt A)
• Essay (Item 16): Stop the subject after 15 minutes, if he/she 
hasn’t already finished.
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• Provide blank writing paper for optional rough drafts.
• Take note of the administration instruction re: what to do if the 
subject asks how to spell a word. Say “”l cannot help you with 
spelling. Spell it as best you can”.
• Appendix A2 of the supplements book has scoring guidelines 
and examples. Use the scoring rubric on the record form, and 
calculate the Total Raw Score.
3. Listening Comprehension
• Need record form, Stimulus Booklet 2.
• This subtest has 3 sections: Receptive Vocabulary, Sentence 
Comprehension and Expressive Vocabulary.
1. Receptive Vocabulary
• For Grade 8 students, start at Item 7.
• Reverse Rule: “Score of 0 on any of the first 3 items given, 
administer the preceding items in reverse order until 3 
consecutive scores of 1.”
• Discontinue rule for this sub-test: After 6 consecutive 
scores of 0.
2. Sentence Comprehension
• For Grade 8 students, start at Item 21.
• Reverse Rule: “Score of 0 on any of the first 3 items given, 
administer the preceding items in reverse order until 3 
consecutive scores of 1.”
• Discontinue rule for this sub-test: After 6 consecutive 
scores of 0.
3. Expressive Vocabulary
• For Grade 8 students, start at Item 31.
• Reverse Rule: “Score of 0 on any of the first 3 items given, 
administer the preceding items in reverse order until 3 
consecutive scores of 1.”
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• Discontinue rule for this sub-test: After 6 consecutive 
scores of 0.
4. Oral Expression
• Need record form, Stimulus Booklet 2, stopwatch, tape recorder.
• Grade 8: 3 of the 4 sections are administered, Word Fluency, 
Visual Passage Recall and Giving Directions.
• Administer all items 10-15.
• Appendix A3 of the supplements book has scoring guidelines 
and examples. Use the scoring rubrics on the record form, 
and calculate the Oral Expression Total Raw Score.
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APPENDIX D: Identification of Language Impairment in 
Secondary School Students
Table 1: Indications of receptive language impairment in secondary students.
S tu d e n ts  w ith  reading comprehension difficulties
m a y  h a v e  p ro b le m s  w ith :
S tu d e n ts  w ith  listening comprehension difficulties m a y
h a v e  p ro b le m s  w ith :
Academic
- C o m p re h e n s io n  th a t  is o f te n  m o re  s ig n if ic a n t ly
d e la y e d  th a n  re a d in g  a c c u ra c y
-A u to m a t ic ity  o f  d e c o d in g  a n d  p ro c e s s in g  te x ts
-V o c a b u la ry  d e v e lo p m e n t
- In te rp re ta t io n  o f  q u e s t io n s ,  in s t ru c t io n s  a n d
in fo rm a tio n
- C u r r ic u la r - s p e c if ic  w o rd s  a n d  te rm in o lo g y  
-U n d e rs ta n d in g , r e ta in in g  a n d  r e c a l l in g  k ey  fa c ts  a n d  
d e ta ils  f ro m  te x ts
-U s in g  c o n te x t  e .g . fo r  u n fa m i l ia r  v o c a b u la ry  
-T e x t b re a k d o w n : u n d e r s ta n d in g  o f  m a in /a s s o c ia te d  
id e a s
- In fe re n t ia l ,  im p l ie d  m e a n in g s :  th e y  “ju s t  d o n ’t g e t 
it” .
-A n a ly s in g  a n d  s y n th e s iz in g  id e a s  f ro m  te x ts  
-A n a ly s in g  la n g u a g e  s ty le s  a n d  te c h n iq u e s  f ro m  te x ts  
-F ig u ra t iv e  la n g u a g e  e .g . m e ta p h o rs  a n d  id io m s  
-D ic tio n a ry  sk il ls
Academic
-V o c a b u la ry  d e v e lo p m e n t  
- A c c e s s in g  c u r r ic u lu m  c o n te n t  
- F o llo w in g  v e rb a l in s t ru c t io n s  
-S p e e d  o f  p ro c e s s in g
- D i f f e r e n t ia t in g  w o rd s  th a t  s o u n d  a l ik e , o r  th a t  h a v e  m u lt ip le  
m e a n in g s
- M u lt i-m o d a l  ta s k s  e .g . s im u lta n e o u s  l is te n in g  a n d  c o p y in g  
f ro m  th e  b o a rd
- P r o c e s s in g  in f o rm a tio n  in  n o isy  e n v i ro n m e n ts  e .g . 
c la s s ro o m s , la b s
- P r o c e s s in g  k e y  h o m e w o rk  in fo rm a tio n  e .g . c o n te n t ,  
d e a d lin e s
Social
- U n d e rs ta n d in g  o f  so c ia l s i tu a t io n s  a n d  h u m o u r  fro m  
b o o k s  a n d  te x ts
- U n d e rs ta n d in g  p e e r -g e n e ra te d  e le c tro n ic  
c o m m u n ic a t io n s  e .g . m e s s a g in g  a n d  so c ia l 
n e tw o rk in g .
Social
- C o p in g  w ith  m u l t ip le  s im u lta n e o u s  v e rb a l m e s s a g e s  in 
s o c ia l / f a m ily  life  e .g . a t r e c e s s ,  p a r t ie s ,  f a m ily  m e a l t im e s . . .  
-O v e r ly  lite ra l in te rp re ta t io n  o f  n o n - l i te ra l  la n g u a g e  e .g . 
s a rc a s m , in n u e n d o ,  j o k e s . . .
-S o c ia l  p ro b le m  s o lv in g  
- U n d e r s ta n d in g  b o d y  la n g u a g e
Life skills
-U n d e rs ta n d in g  p r in te d  in fo rm a tio n  e .g . in s t ru c t io n s ,  
t im e ta b le s ,  m e m o s , g u id e lin e s ,  p r e s c r ip t io n s  
-F o llo w in g  in s tru c t io n s  o n  fo rm s  e .g . c o u r s e  a n d  jo b  
a p p l ic a t io n s , ta x  re tu rn s
-G a in in g  c u r r e n t  a f fa ir s  in fo rm a tio n  a n d  o p in io n s  
f ro m  p r in t  e .g . n e w s p a p e rs
Life skills
- P r o c e s s in g  c o m p le x ,  m u lt i -p a r t  a u d i to ry  in fo rm a tio n  e .g  
r e s ta u r a n t  “ s p e c ia ls ” , te le p h o n e  a u to -a t te n d a n ts ,  tr a v e l 
d ir e c t io n s
- P r o c e s s in g  v e rb a l in s t ru c t io n s  o r  re q u e s ts  in  th e  w o rk p la c e  
(e .g . a t  c a fe s ,  s to re s ,  r e c e p tio n  d e s k s )
Resulting in some of these behaviours:
- In c o m p le te  o r  in a p p ro p r ia te  r e s p o n s e s  fo r  te s ts ,  
a s s ig n m e n ts ,  w o rk s h e e ts  
-P o o r  a c a d e m ic  p ro g re s s
-D is o rg a n is a t io n  w ith  tim e, p la n n in g  and  p o s s e s s io n s  
- In a p p ro p r ia te  so c ia l re s p o n s e s ,  in c lu d in g  w ith  
e le c tro n ic  c o m m u n ic a t io n  in te ra c t io n s  
-R e s tr ic te d  g e n e ra l  a n d  c u r r e n t  a f f a ir s  k n o w le d g e .
Resulting in some of these behaviours:
- D is e n g a g e m e n t  in  c la s s ro o m  a c t iv i t ie s  
- In a p p ro p r ia te  r e s p o n s e s  a n d  re a c t io n s  
-D if f ic u l ty  fo l lo w in g  ru le s  
-M a y  b e c o m e  v ig ila n t  w a tc h e r s
-M a y  p re s e n t  a s  h a v in g  in a t te n t io n  a n d  p o o r  c o n c e n t ra t io n ,  
e a s ily  d is t r a c t ib le
- F re q u e n tly  a s k  fo r  r e p e t i t io n  o f  in fo rm a tio n
-M a y  b e  s e e n  as  w i th d ra w n , a n t i- s o c ia l ,  b o re d , ru d e  o r  a lo o f ,
“ a  lo n e r” .
-M e n ta l  h e a l th  is s u e s  e .g . a n x ie ty  a n d /o r  d e p re s s io n ,  
t ru a n t in g .
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Table 2: Indications of expressive language impairment in secondary students.
S tu d e n ts  w ith  difficulties with written expression
m a y  h a v e  p ro b le m s  w ith :
S tu d e n ts  w ith  difficulties with oral expression m a y  h a v e  
p ro b le m s  w ith :
Academic
-W r it te n  e x p re s s io n  in  a ll te x t  g e n re s ,  in c lu d in g  
n a r ra t iv e
-U s e  o f  l ite ra te ,  m o re  fo rm a l w r i t te n  la n g u a g e  
-W r it te n  w o rk s h e e ts ,  a s s ig n m e n ts ,  te s ts  a n d  e x a m s  
- R e s p o n d in g  to  q u e s t io n s  in  w ri t in g ,  a p p ro p r ia te ly  
an d  w ith  s p e c if ic i ty
- O rg a n is in g ,  in i t ia t in g  a n d  e x p a n d in g  id e a s
- C o h e re n c e  o f  to p ic s  a n d  id e a s
-S u m m a r is in g  a n d  p a ra p h ra s in g
-N o te  ta k in g , w r i t in g  to  d ic ta t io n ,  c o p y in g  f ro m  b o a rd
- E x p a n d in g  w r i t te n  v o c a b u la ry  an d  g ra m m a tic a l
s tru c tu re s
- S p e ll in g  a n d  p u n c tu a t io n  
-K e y  w o rd s  fo r  in te rn e t  s e a rc h e s
Academic
-O ra l p r e s e n ta t io n s  
-L im ite d  o ra l v o c a b u la ry ,  a n d
- O v e ru s e  o f  n o n - s p e c if ic s  in  o ra l e x p re s s io n  e .g . “ th in g ” , 
“ lik e , y o u  k n o w . . . ” , “ i t” “ s t u f f ’.
-O ra l g r a m m a tic a l  s t ru c tu re s  
-D is c u s s io n ,  d e b a t in g  sk il ls  
-A s k in g  q u e s t io n s  
- C o h e re n c e  o f  id e a s  a n d  th e m e s
-F lu e n c y  o f  e x p re s s io n :  m a n y  p a u s e s ,  h e s i ta t io n s ,  m a z e s  a n d  
re p a ir s
-W o rd  f in d in g
-S o u n d  s e q u e n c e s  in  m u lt i - s y l la b ic  w o rd s  e .g . “ p a s g h e t t i” , 
“ h o p s i t a l”
Social
- W r it in g  ( s p e l l in g ,  p u n c tu a t io n ,  h a n d w r i t i n g . . . )  th a t  
a p p e a rs  im m a tu re
-C re a t in g  p e e r -a c c e p ta b le  e le c tro n ic  c o m m u n ic a t io n s ,  
e .g . fo r  m e s s a g in g  a n d  so c ia l n e tw o rk in g
Social
-N a r r a t iv e s ,  d e s c r ip t io n s  a n d  e x p la n a t io n s
-C la r i ty  o f  s p e e c h
- I d io s y n c r a t ic /p e e r  la n g u a g e
- In i t ia t in g  a n d  m a in ta in in g  s o c ia l  d is c o u rs e
- P ra g m a tic  a n d  c o n v e r s a t io n a l  ru le s
- A p p ro p r ia te  u se  o f  b o d y  la n g u a g e
- S u p e r f ic ia l ly  g o o d  v e rb a l e x p re s s io n ,  b u t a  te n d e n c y  to
c i rc u m lo c u te  i.e . “N e v e r  g e ts  to  th e  p o in t”
-U s in g  la n g u a g e  fo r  a s s e r t iv e n e s s ,  n e g o t ia t io n  a n d  p ro b le m  
s o lv in g
-E x p a n d in g  e m o tio n a l  v o c a b u la ry
Life skills
- C o m p le t in g  fo rm s  a n d  a p p l ic a t io n s
- In te rn e t  l ite ra c y  e .g . m a k in g  p u rc h a s e s ,  r e q u e s t in g
in fo rm a tio n
-C o n tin u in g  to  e n c o u n te r  a s s e s s m e n t  a n d  ju d g m e n t  o f  
p e r s o n a l a b i l i ty  th ro u g h  w r i t te n  e x p re s s io n ,  in 
s e c o n d a ry / te r t ia ry  e d u c a t io n ,  t r a in in g  a n d  w o rk  
p la c e m e n t
Life skills
- E x p re s s in g  in s t ru c t io n s  a n d  re q u e s ts  
-S e lf - a d v o c a c y  a n d  in d e p e n d e n c e
-F u r th e r  e d u c a t io n ,  t r a in in g  a n d  c a r e e r  o p tio n s :  m a y  a v o id  
th o s e  r e q u ir in g  “ g o o d  c o m m u n ic a t io n  s k i l ls ” .
Resulting in some of these behaviours
-P o o r  a c a d e m ic  p ro g re s s
-R e g u la r ly  f a ile d  te s ts  a n d  e x a m s  (o f te n  te s t  r e s u lts  
th a t  a re  c o n s is te n t ly  w o rs e  th a n  a s s ig n m e n ts )  
-A v o id a n c e  o f  w r i t te n  w o rk  
- In c o m p le te  w o rk
-N e e d  fo r  e x tra  t im e  fo r  w r i t te n  ta s k s
Resulting in some of these behaviours
-D is e n g a g e m e n t,  la c k  o f  v e rb a l in te r a c t io n  in  c la s s  
-T a k e s  t im e  to  m a k e  a  v e rb a l r e s p o n s e  e .g . a n s w e r in g  a 
q u e s t io n
-L is te n e r  c o n fu s io n
-S h y n e s s  a n d  s o c ia l  w i th d ra w a l ,  o r  D e v e lo p m e n t o f  a c t in g -  
o u t, a n n o y in g ,  d is t r a c t in g  b e h a v io u r s  
-P ro b le m s  m a k in g  a n d  m a in ta in in g  f r ie n d s h ip s  (g ir ls  
e s p e c ia l ly )
-T e a s in g  a n d  b u lly in g  ( v ic t im  a n d /o r  p e rp e tra to r )
-M a y  h a v e  w e ll d e v e lo p e d  e x p r e s s iv e  s tr e n g th s  a n d  in te re s ts  
in  n o n -v e rb a l  a re a s  e .g . a r t,  d e s ig n ,  te c h n o lo g y ,  d a n c e , 
s p o r t s . . . .
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APPENDIX E
Submission to the NSW parliamentary inquiry into children 
and young people 9-14 years.
Title:
Submission to the Committee of the Commission for Children and Young People Act 
1998 School-Age Children and Adolescents with Language Disability in NSW
Submitted by Associate Professor Michelle Lincoln (Head of Discipline) on behalf of 
Julia Starling (main author) and Natalie Munro, Discipline of Speech Pathology, The 
University of Sydney.
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Submission 
No 8
Inquiry into Children and Young People 9-14
Years in NSW
Organisation:
Name:
Position: 
Telephone: 
Date Received:
Discipline of Speech Pathology, The University of Sydney 
Mrs Julia Starling
Speech Pathologist/PhD candidate
02 9351 9413
29/04/2008
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The University of Sydney
Discipline of Speech Pathology
ABN 15 211 513 464 Faculty o f  Health Sciences
Cumberland Campus C42
PO Box 170 Lidcombe NSW 
1825 Australia Telephone: +61 
2 9351 9450
Facsimile: +612 93519173
SUBMISSION TO THE COMMITTEE OF THE 
COMMISSION FOR CHILDREN AND YOUNG PEOPLE
ACT 1998
SCHOOL-AGE CHILDREN AND 
ADOLESCENTS WITH LANGUAGE DISABILITY
IN NSW
Speech-language pathologists work with people of all ages who have a communication disability, 
which includes problems with language, speech, reading and writing. Both the Speech Pathology 
Association of Australia (SPAA) and the American Speech-Language-Hearing Association (ASHA) 
identify the primary communication disorder experienced by school-aged children and adolescents 
as involving language expression and comprehension.
There is well-documented evidence that the majority of young people with learning difficulties 
have an underlying problem with the understanding and use of language. These problems are often 
referred to as “language-based learning difficulties”, and international prevalence studies indicate 
that they affect between 10 and 15% of children and adolescents (Beitchman et al., 1994: Conti- 
Ramsden et al 2006). A recent Australian study to determine the prevalence of communication 
disorders and other learning needs, involving 14,500 Sydney primary and high school children, 
identified 17.93% (wave 1) and 19.10% (wave 2) children as having a specific learning difficulty, 
and 13.04% (wave 1) and 12.40% (wave 2) children as having a communication disorder (McLeod 
& McKinnon, 2007). Even though young people with language disability are assessed as having 
average to above average intelligence, they have problems understanding and expressing 
themselves in their primary language, as well as significant problems with all aspects of reading and 
writing. Language based learning difficulties are also associated with attentional problems such as 
ADHD, specific learning difficulties such as dyslexia, psycho-social problems such as anxiety and 
depression, and pervasive developmental disorders such as Autism Spectrum Disorders. These 
young people will experience some or all of the following problems in the school and social 
environment:
o Being consistently behind in curriculum knowledge in all subjects
o Having significant problems with listening and reading comprehension, as well as oral and 
written expression
o Regularly experiencing disadvantage and failure in written tests and exams
o Being frequently identified as having behavioural problems, and/or social skills problems.
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Recent research demonstrates that language-based learning difficulties (LLD) are life-long (Nippold 
& Schwarz 2002), and that school age children and adolescents with language and literacydifficulty 
are at particular risk of significant academic, social, emotional and behavioural problems. These 
children are at risk of being marginalised from their peer group, developing significant mental health 
problems, and experiencing academic failure, leaving them vulnerable to leaving school early and 
facing challenges in finding employment. Psychosocial studies emphasise academic failure as a 
significant risk, which along with substance abuse, unemployment and juvenile offending have the 
greatest long term psycho-social impact on adolescents with LLD. There are many current studies 
that are identifying underlying language-based learning difficulties in juvenile offender and 
psychiatric services populations (Clegg et al. 2005; Naylor et al. 1994; Snow, 2004). It would seem 
obvious that prevention of these significant, and very costly, problems should be addressed through 
a range of support and intervention programs in the upper primary and early high school years. Yet 
despite these well-identified and documented risk factors, adolescents with learning difficulties are a 
significantly under-researched and under-serviced population. Support services and resources for 
this population in Australia, and in NSW in particular, are very limited once young people enter high 
school, and are mainly restricted to learning support programs in the early high school grades for a 
small percentage of students with significant literacy problems.
Public sector speech pathology services for the adolescent population, such as those provided by 
NSW Health, are virtually non-existent, and secondary school-based speech pathology services are 
limited to a small number of Catholic dioceses and independent schools.
In 2003, the NSW Legislative Council Standing Committee on Social Issues, as part of their inquiry 
into early intervention for children with learning difficulties, stated in their final report that the 
following three significant areas of change are required in order to address issues of access to 
therapy services:
1. That NSW Health must embrace its responsibility for the planning and provision of therapy 
services to children with learning difficulties,
2. That new capacity building models, where therapy is provided in schools should be 
implemented systematically across the State, and;
3. That much greater investment must be made in therapy services for children, with a 
significant expansion of publicly funded therapy positions across New South Wales, (p. 60)
These access issues are fundamental to the responsibilities of “duty of care” owed to these young 
people by both government and professional sectors. Even though the focus of this particular report 
is on younger children, the issues are equally pertinent to the age group, 8-14 year olds, targeted by 
the current inquiry, especially in light of the mounting evidence of the long-term and life-impacting 
effects of learning difficulty.
The following is reported from a Speech Pathology Australia briefing paper, 2006:
In Western Australia, South Australia and Victoria, guidelines for assessment of school aged students for 
language disorder and therefore access to funding from their education departments have been or are being 
revised. In Northern Territory, Tasmania and New South Wales, school aged students with language 
impairments access programs and are not labelled to receive individualized funding support. Currently 
Education Queensland and the Australian Capital Territory (DE&T) use inclusionary (e.g. language skills at 
least two standard deviations from the mean) and exclusionary criteria (e.g. no evidence of hearing 
impairment) to identify a student with language impairment to receive individualized funding.
This highlights the fact that, even though there are epidemiological data identifying the large 
numbers of children and adolescents with language impairment in primary and high schools, New 
South Wales does not recognise language impairment as a specific disability for support services 
and funding allocation purposes, whereas the majority of other states allocate funding for support 
services through their education departments.
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The 2007 report on the Commonwealth project to identify ways to improve the learning outcomes 
of students with disabilities in mainstream classes (Shaddock et al.2007), identified “....an urgent 
need for further research and policy development in relation to the way secondary schools can 
successfully include students with disabilities.” The project identified some significant resource 
and funding issues involving lack of adequate time and funding for teachers’ professional 
development, and inadequate provision of support and resources for students with disabilities, 
across the school system.
To address these many and significant issues, the following are urgently needed. It is recommended 
that there be:
1. Implementation of state-wide school-based speech pathology services at upper-primary and 
secondary schools. A link to the Speech Pathology Australia position paper (2004) on 
speech pathology services in schools is provided in the reference section. This paper 
provides rationales and guidelines for providing speech pathology services to schools, with
reference to international studies that provide solid evidence for the efficacy of such 
services.
2. In addition to primary and high school-based speech pathology services, clinical education 
models that offer university speech pathology students primary and high school practicum 
under the supervision of a practising speech pathologist are also recommended. Successful 
models of clinical education within primary schools are already in existence in some 
government, independent and Catholic systemic schools. An extension of these programs to 
ALL government primary schools across NSW and into high schools would address 
essential collaborative partnerships between speech pathology and education.
3. State-wide epidemiological studies of the primary and secondary school aged learning 
disability populations. More research is needed to identify the extent to which children and 
adolescents have language based learning difficulties in NSW and indeed across Australia. 
There is also the need for educators, parents and other professionals to become more aware 
of this communication disorder; it is often described as a ‘hidden disability’ but its effects 
are significant and long lasting.
4. Development of evidence-based programs and resources to support this population *.
5. Increase in funding to support teacher professional development with respect to supporting 
students with language based learning difficulties.
6. Establishment/increase of fundamental courses in school-age and adolescent learning 
difficulties at all teacher training institutions.
7. Increased advocacy for the adolescent learning disability population at all levels of the 
community.
* For example, the effectiveness of whole-school collaborative interventions, involving class 
teachers, leamipg support teachers and speech pathologists, has been identified in the UK and the 
USA^8<C4igttiy effective and sustainable model of service delivery at the secondary education 
level (Ehren 2002; Joffe 2007; Prelock 2000). This model is recognised as effective in helping 
learning disabled students become empowered in their learning, and thus better able to access the 
curriculum. The model also creates a climate of effective and flexible professional development 
through raising teachers’ awareness of the nature and implications of language and learning 
difficulty. The lack of intervention programs relevant to the Australian population highlights the 
need for viable programs to be developed, evaluated and made available to professionals across 
Australia. At present, we have a PhD candidate at the University of Sydney, Discipline of Speech 
Pathology currently implementing a randomised control trial of a professionally collaborative 
program. The program involves Year 8 students with language based learning difficulties, their 
class teachers, learning support teachers and a speech pathologist, and is being trialed at two high 
schools in NSW. This study is the first of its kind in Australia; the results of which will inform both 
future policy development and practice for supporting children and adolescents with language based
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learning difficulties. This is one positive example of a team of dedicated researchers attempting to 
address a larger problem.
We thank the committee for identifying the needs of this age group and respectfully request active 
consideration of our recommendations.
Associate Professor Michelle Lincoln 
Mrs Julia Starling and Ms Natalie Munro
On behalf of the Discipline of Speech Pathology, The University of Sydney
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